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Service in a Cultural Immersion Setting: 

Student Teachers Evaluate NA Sense of Community" 

Classroom demographics in K-12 schools in the U.S. show that students 
of color represent an increased percentage of those enrolled. and that the 
number of students whose families are in poverty is on the rise. Yet teaching is a 
profession long dominated by middle-class individuals of European ancestry. 
The recruitment of teachers from diverse backgrounds is paramount, but teacher 
education must also prepare new professionals to meet the needs of students 
whose backgrounds might be different from their own. Cultural immersion and 
community-based service learning are two strategies for enhancing multicultural 
education for preservice teachers. 
This is a qualitative case study of three Indiana University student 
teachers in a cultural immersion project on the Navajo Indian Reservation. The 
study focuses on the student teachers' experiences of community life in their 
Dine host towns and of a service-learning component required in the American 
Indian Reservation Project (AIRP). Through interviews, observation, facilitated 
group discussion, and academic reports, the researcher explores a range of 
motivations, aspirations, assumptions, and concerns Project participants have in 
regard to living and working in a culture different from their own. Specific 
vi 
attention is given to the student teachers' community service work and the sense 
each participant makes of local activities, public interactions, and the dynamics of 
a service relationship. 
This study analyzes the objectives of cultural immersion and community 
service learning and proposes structures for thematic inquiry in the AIRP. The 
researcher builds on the work of Boyle-Baise and Sleeter (2000). applying their 
model of community-based service leaming to a setting of cultural immersion. It 
concludes that a curriculum of inquiry and reflection surrounding partiCipation in 
public life supports the goals of multicultural teacher education and facilitates 
increased personal. cultural, and professional competence among preservice 
teachers. 
vii 
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CHAPTER ONE 
INTRODUCTION 
The American Indian Reservation Project 
The American Indian Reservation Project (AIRP) at Indiana University­
Bloomington offers preservice teachers an altemative to the conventional way of 
student teaching in their home towns or at sites close to their universities. The 
Project places student teachers in communities on a Navajo Indian Reservation 
in the southwestern United States and supplements classroom student teaching 
experience with the goals and structures of cultural immersion. The project 
requires participants to spend a minimum of two semesters engaged in 
preparatory work before they depart for Arizona. New Mexico, or Utah to begin 
their eighteen-week. on-site student teaching aSSignments on the Navajo 
Reservation. After more than a quarter of a century in existence, the project has 
placed approximately eight hundred student teachers in Navajo Nation schools 
(Stachowski, 1998). 
Participation in the project involves considerable effort and expense 
beyond a conventional student teaching assignment. but the structures of the 
AIRP reward participants for their involvement. In addition to earning student 
teaching credits and Indiana teacher certification. participants enroll in nine to 
twelve credit hours in graduate-level multicultural education courses. In these 
courses students work with the Project Director and a staff of two to three 
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graduate teaching assistants to refine their skills in observation, communication, 
and critical thinking and to enhance both their profeSSional competence and their 
knowledge of American Indian cultures. These two interrelated pursuits are 
aimed toward the broader goal of effective teaching in Navajo classrooms. 
My I nvolvement with the AIRP 
I was hired as a graduate teaching assistant, or Associate Instructor, in 
the American Indian Reservation Project in August 1996. For three academic 
years, I worked with a team of AIRP staff to offer instruction and support to 
participants in both the preparatory and on-site phases of the project. My contact 
with each of the AIRP participants typically spanned three to four consecutive 
semesters. I met with participants when they expressed initial interest in the 
program, worked with them during their preparatory studies, and maintained 
regular contact with them during their placements on the Navajo Reservation. 
Each year I also represented Indiana University on supervisory visits to the 
reservation, observing the student teachers in their classrooms, meeting with the 
school administrators and faculty who guided their placements, and staying in the 
dormitories where the student teachers lived. 
The relationships fostered between AIRP partiCipants and staff are 
significant in both their span and their intensity. Many participants maintain 
contact with the staff even after they have completed their student teaching and 
project-related responsibilities. Some ask for letters of recommendation or seek 
guidance in their professional pursuits. Others retum to the School of Education 
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to speak to new participants about the Project. A significant number of former 
participants remain on the reservation to teach in paid positions, and. on my 
supervisory trips. I would often see them and have the opportunity to catch up on 
their lives. This sustained contact with participants allowed me to observe a 
range of emotions and experiences throughout their Project participation and. in 
many cases, after they had graduated from college and begun their careers. 
Community Participation in the AIRP 
As alluded to eartier. the responsibilities of student teachers in the AIRP 
surpass those of student teachers in conventional programs. Project 
participants are required to contribute to dormitory programming and cafeteria 
duties through the school week. and they are evaluated also on their involvement 
in their host communities. Anecdotal data suggests that community involvement 
is a memorable and valuable facet of the student teachers' reservation 
experiences. Former participants will often recall with fondness their interactions 
with Navajo friends and neighbors during special events and day to day activities. 
Though community participation has always been an important aspect of the 
AIRP, the requirements have evolved. and new structures have recently been 
added to guide participants into meaningful experiences of Navajo community 
life. Indeed. these structures provide a framework. which serve, more generally. 
to teach young professionals how they can participate in communities and 
access cultural information in their future teaching jobs. 
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In this study I will evaluate one strategy the AIRP uses to encourage 
community participation and will analyze the more general role of community­
based learning in a cultural immersion project. 
Service Learning 
Student teachers in the AIRP are expected to participate fully in the 
activities of their host communities. They visit social service agencies. attend 
public meetings. take part in cultural festivals. and shop at local businesses. 
Midway through their reservation experiences, student teachers also identify and 
complete a speCific service learning project. The service learning assignment is 
a recent addition to the AIRP curriculum and functions as a tool for students to 
understand the dynamics through which community needs are met. It is the 
AIRP service learning component that forms the specific focus of this study. 
Educational Objectives of Service Learning 
Many proponents of service learning believe participants benefit when 
"real world" experiences supplement classroom learning. Wade (1997) studied 
the service learning initiative at one university's School of Education to gauge the 
empowerment of student teachers engaged in service. She found that through 
service projects. student teachers developed initiative and creativity and were 
recognized by others as successful. Wade also believes that service learning 
offers student teachers the opportunity to practice reflection and to explore the 
roles other than classroom instruction that successful teachers often assume. 
4 
Donahue (1999) argues further that service learning prov:des preservice 
teachers the occasion to investigate ethical dilemmas inherent in the profession. 
"Such dilemmas," he wrote, "offer preservice teachers an authentic opportunity to 
appreciate teaching as a political and moral endeavor that is not without 
contention" (p. 693). Donahue's four case studies demonstrate that eariy 
service learning experience allows preservice teachers to explore their roles and 
boundaries within a broader social context, bringing the negotiation of those roles 
into the arena of a supportive educational environment. 
Researchers suggest that service learning is particularly valuable for 
preservice teachers who have little experience with cultures and communities 
different from their own. Wade (2000) understands that a majority of students 
enrolled in undergraduate teacher education programs are middle-class and 
white. She believes that through experiences in diverse communities such 
students can develop a greater awareness of cultural diversity; an acceptance or 
affirmation of children of color, their families. and their communities; and a 
questioning of previously-held attitudes and beliefs. Wade urges teacher 
educators to involve preservice teach~rs in a range of service experiences and 
collaborative partnerships with people of color. She encourages them to facilitate 
deep reflection among pre service teachers about their own prejudices and the 
fractured society that creates the need for a dynamic of service in order for 
diverse groups to learn about each other. 
Similar to Wade, Boyle-Baise and Sleeter (2000) are concerned with the 
views many preservice teachers hold concerning cultures other their own. These 
5 

views are often called deficit models because they assume that their own culture 
and worfd view is the standard to which others should aspire. Difference is, thus, 
considered a cultural deficit. Boyle-Baise and Sleeter believe that if preservice 
teachers extend themselves in the community and understand family life in a 
broader context, their biases will be more directly challenged. The authors also 
point out that service gives students a reason for genuine and reciprocal 
participation in a community. and that those in the community who offer service 
learning sites can serve as "cultural brokers," helping students to understand 
local issues. Likewise, Flannery and Ward (1999) suggest that service learning 
prompts students to move beyond simple cultural awareness to the development 
of cultural competence. In their study of health education students, Flannery and 
Ward found that participation in service projects spurred young professionals to 
more effectively interact with community members and to better address vital 
health issues. 
Barriers in Service Learning 
The literature about service learning reflects a widespread use of this 
approach as a way to supplement classroom learning. Recently the acceptance 
of its benefits has extended throughout all educational levels and across 
academic disciplines. Yet the application of service learning requires important 
consideration; many researchers concur that sending students out into a 
community without preparation or guidance is simply not appropriate (Carver, 
1997). Hondagneu-Sotelo and Raskoff (1994) describe a university service 
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learning program in Los Angeles that was originally designed to foster positive 
relations between the university and the community surrounding it. The authors 
identify three student responses they consider problematic. The first problematic 
response is a selective, prejudiced perception. Students are sometimes quick to 
judge those they serve and may reach unwarranted conclusions. Many work 
from racist or individualistic ideologies, and they find in serving others that their 
assumptions about groups of people, or about the character deficiencies of 
individuals, conveniently apply to their service leaming experiences. Another 
problem is what the authors call a "white knight syndrome." Some students 
respond to volunteer activities with a sense of responsibility for personally 
"saving" those they serve. As they find injustice in the community, these 
students assume that outsiders like themselves can and should lead the push for 
change. Finally, Hondagneu~Sotelo and Raskoff find that some students rely too 
heavily on either existing biased theory or personally biased anecdotes in making 
sense of their service leaming experiences. Students struggle to connect these 
experiences with pertinent course concepts, tending to regurgitate speCific details 
of course texts or lectures, or to rely on idiosyncratic stories. 
Boyle~Baise and Sleeter (2000) note similar concerns about the 
application of service learning. The authors collected data from one hundred 
seventee.:' preservice teachers and found that after completing a service learning 
project, many students maintained cultural deficit views. This was especially true 
among their white students, who tended to position themselves as "saviors." 
Other students ignored or down played important differences they encountered 
7 
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among people as they worked, concluding rather blithely that all children, or all 
people, are essentially the same. Thus, they underestimated the actual 
repercussions of certain cultural distinctions. Finally, a number of the preservice 
teachers who encountered evidence of discrimination could not acknowledge the 
nature or complexity of social injustice. These students held firm to the simplistic 
belief that good work by committed educators will overcome these injustices. 
The Roles of the Participant in Service Learning 
The human dynamic in a service relationship lends itself to an imbalance 
of power and false assumptions about social need. Carver (1997) thus stresses 
the importance of defining roles and relationships in service learning. Hall (1992) 
describes how a leadership project for American Indian youth that involves 
service leaming can illustrate shared values for communal life. He notes, for 
instance, that relying on others is an important part of American Indian tradition. 
and he feels service learning can heal people and communities by strengthening 
mutual bonds. "Habilitation," Hall claims. is the "process of becoming capable, 
not through self-centered individualism, but through interdependency" (p. 39). 
Seen this way, in spite of power imbalances, a person volunteering service 
benefits from the exchange in deep and personal ways. 
Rhoads and Neururer (1998). working from perspectives of symbolic 
interactionism and feminism, conceptualize service as a bridge. They studied 
participants in a week-long. university-sponsored service trip to a rural area of 
the southeastern U.S. and addressed the connections between community 
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service and a server's understanding of the self. of others, and of community. 
After exploring group dynamics and individual development, they conclude that 
commitment in service moves outward. from one's self. to others like oneself, 
and then to others who are culturally different. The authors contend that service 
promotes a discourse about community and stress that liberal education cannot 
exist unless students understand the importance of community and 
connectedness. 
The Study 
My academic training is in folklore. a field that explores personal narrative 
and the expression of cultural knowledge to understand social identity. I value 
life stories as a research tool and believe they are useful in evaluating 
educational experiences. In my interactions with AIRP participants. then. I was 
interested in the factors influencing their choice to live and work on the Navajo 
Reservation. Some participants seemed motivated to "pay back" for having led a 
privileged life, believing they could make a difference in the lives of American 
Indian children. Others stated that they wanted an experience that felt more 
deeply authentic or culturally grounded than a traditional student teaching 
placement. As a folklorist, however, I was particularly intrigued by those 
participants who wanted to be a part of a community in a way they had never 
before experienced. These individuals characterized their own backgrounds in 
terms of a deficit, and their motivations for participation in the AIRP seemed 
internal and personal. 
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The hopes an AIRP participant brings to the project and the reservation 
certainly affects the roles he or she assumes in service learning activities. In 
researching the literature of service learning. I found no studies that explored the 
internalized motivations of those who participate in a mandatory service program. 
An individual who serves others brings to the interaction a personal history, as 
well as a narrative about that history. In the case of many AIRP participants, it 
seemed, the narrative was one of limited life experience and the desire for a 
vibrant sense of community. Indeed. the process of negotiating identities serves 
also to build a sense of community. and the experiences of Project participants 
are inextricably tied to their roles in an educational cohort group and. eventually, 
in the legacy of the AIRP. The focus of my inquiry, then, was the intersection of 
identity and community expressed by the student teachers in their narratives of 
Project participation. 
The Research Questions 
In documenting the experiences of my research participants, I tried to 
answer these three questions: 
1. 	 What experiences of community did each participant have prior to 
arriving on the reservation? 
2. 	 What hopes or expectations did each participant have for their 
involvement in Navajo community life? 
3. 	 How has participation in service learning projects impacted the 
sense of community developed by each participant on the 
reservation? 
10 
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As my informants described the sense of community they developed on the 
reservation, they noted the structural limitations of a finite student teaching 
placement, as well as what they understood of the legacy of project participants 
coming and going on the reservation over the course of twenty~five years. The 
professional dynamic between student teachers and Navajo students, parents, 
and school colleagues also shaped how AIRP participants were accepted in their 
host communities. In terms of those factors student teachers could control, 
however, the service learning project consistently drew mention as a factor 
enhancing community participation. This study focuses on the service learning 
assignment and the participants' experience of community life on the Navajo 
Reservation. 
Methodology 
I conducted a qualitative case study of three student teachers at two 
Navajo Reservation placement sites. Case studies portray the emergent thinking 
of research subjects, and Donahue (1999) believes this perspective is particularly 
important in evaluating the use of service learning in teacher education. The 
standard model of service learning is a process of planning, doing, and reflecting. 
so that meaning is made over the course of time, and the development of thought 
is as important as any measurable outcome. I chose to use case studies in order 
to record this process. 
Subjects for this study were selected from a pool of AIRP participants 
based on the service work they planned and completed. as well as on their 
11 

interactions with me throughout their enrollment in the project. The selections 
reflect purposeful sampling. Patton (1990) explains that the goal of purposeful 
sampling is to identify cases that will yield rich information on the research topic. 
(t was my belief that the three subjects had the interests and abilities to yield 
such information; their overall experiences on the reservation had been positive, 
and they demonstrated reflective attitudes in their course work. Yet I knew from 
their respective backgrounds and personalities that the experiences of these 
three subjects in the AIRP and on the reservation would differ from one another 
in interesting and substantive ways. I felt it was important to acknowledge and 
explore such differences, as the American Indian Reservation Project attracts a 
range of participants with varying interests and needs. 
All three subjects participated in this study voluntarily and without financial 
compensation. In conversation with the AIRP Director, I identified prospective 
subjects. The Director then acted as a liaison, ensuring that participants felt no 
obligation to be involved. She emailed each, outlining my proposal and inviting 
them to respond. After considering the proposal. each of the three participants 
phoned the Director and indicated their willingness to participate. The three then 
gave me permission to record their reservation experiences and access their 
project coursework. 
In my interactions with the participants. I assumed the role of leamer. 
wanted to record and analyze their experiences and to make suggestions for the 
AIRP curriculum, but because I was no longer working for the AIRP, I did not 
12 

wish to position myself as a representative of the project or an evaluator of the 
student teachers. 
I conducted in-depth, one-to-one interviews with the participants and 
observed each in his or her communities and schools. I also talked with the Dine 
people who my participants identified as instrumental in their own community 
involvement, including those who were part of the service projects and those who 
arranged and supervised the student teachers' placements. While on the 
reservation, I also facilitated an in-person dialogue with several AIRP 
participants. including all three of the study's subjects. Five student teachers and 
one former participant met with me in a cafe on the reservation to discuss their 
thoughts on service learning and cultural immersion. In this dialogue. I 
introduced themes I had identified from the interviews and challenged members 
of this focus group to examine the differing points of view. 
Interviews and observations were done in the fall semester of 1999 in the 
student teachers' communities on the Navajo Reservation. In order to allow the 
participants the privacy to speak freely, primary interviews were conducted in the 
student teachers' dormitory rooms or my hotel room. My interview protocol was 
based on a specific set of questions (see Appendix 1). but I used these questions 
as a general guide which offered me the flexibility to probe further and ask follow­
up questions (Patton, 1990). I also held less formal. follow-up conversations 
with the participants in various. and sometimes public, settings, such as 
restaurants and dormitory lounges. The formal interviews were taped with an 
audiocassette recorder and then transcribed. Notes were taken of both my 
13 

conversations with Dine infonnants and the dialogue I facilitated with the student 
teacher focus group. 
Also contributing to the triangulation of the data was my inspection of 
academic assignments completed by the participants between September 1997 
and December 1999. Preparatory assignments, completed before the student 
teachers traveled to the Navajo Nation. document the range of motivations they 
had for enrolling in the AIRP. as well as their early assumptions of, aspirations 
for. and concerns about project participation. The on-site reports. completed 
biweekly once the student teachers reached their placement sites. explore a 
number of issues the student teachers encounter on the reservation. My 
analysis of all the coursework requirements for the project was useful in 
triangulating the research data. The interviews I conducted captured the 
thoughts of my research subjects at a specific point in time. The participants' 
academic records, however. demonstrated the process by which they developed 
these thoughts. Because I sought to construct narratives of each individual's 
experience in reservation communities. the academic assignments offered a 
valuable means for triangulation (Merriam. 1998). 
This is not a longitudinal study. yet the relationships I fonned with the 
subjects spanned several years. Some anecdotal information stems from 
contacts before and after the period of fonnal data collection. When a 
relationship exists between a researcher and his or her subjects, information 
relevant to the study is sometimes shared outside of the protocol {Georges & 
14 

Jones. 1980). Such anecdotal information helped to shape my understanding of 
each participant and to clarify the narratives I developed of their experiences. 
The collection and analysis of data were ongoing and concurrent (Glesne 
& Peshkin. 1992). Information is presented in a narrative form, offering readers a 
clear and accessible means for evaluating the interpretations I developed and the 
applications I propose (Donahue. 1999). 
Organization of the Dissertation 
This study examines the impact of service learning assignments on the 
sense of community fostered by student teachers in a cultural immersion project. 
Chapter one has introduced the purpose and methodology of this study. The 
next two chapters give background information that serves to contextualize the 
experiences of the research subjects. Chapter two provides an overview of the 
American Indian Reservation Project. explaining the structure and content of both 
the preparatory and on-site phases of the project. Chapter three offers a 
description of the Navajo Nation communities and school systems in which the 
student teachers lived and worked. 
The next three chapters. chapters four through six, present the individual 
case studies. The experiences of each participant-Kate, Gwen, and Kenny1­
are presented in separate chapters. Each chapter gives background information 
on the project participant, the understanding each has developed of his or her 
Navajo community, the meaning each attaches to a "sense of community," and 
I All names of people and places on the Navajo Reservation are pseudonyms. 
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the efforts of each to get involved in their communities. Particular attention is 
given in these three chapters to the service learning assignment(s) the student 
teachers completed for the American Indian Reservation Project and the value 
each individual placed on those experiences. These narratives precede my 
generalized interpretation of the research in order to demonstrate the 
development of a grounded theory. 
In Chapter seven. Analysis. I review the goals of cultural immersion and 
discuss the use of service learning projects to support those goals. The broad 
subject of community-based learning is then presented as a way to conceptualize 
students' experience in a cultural immersion setting. The efficacy and 
appropriateness of the AIRP service learning assignment are evaluated, and 
recommendations are made for participating in and understanding "community" 
in a cultural immersion setting. Finally, I note the impact of this study on the field 
of service learning and its implications for teacher education. Suggestions for 
further research complete this chapter and conclude the dissertation. 
Terms Used in the Study 
In this study I use the names "Navajo" and "Dine" interchangeably. but it is 
important to clarify the difference. Aronilth (1992) explains that "Navajo" is a 
name traced back to a 1623 Spanish report, apparently reflecting a 
misinterpretation by the Spaniards of the spoken Native language. The term 
gained some validity, however, when in 1969. the reservation land was officially 
recognized by the tribal government as the "Navajo Nation." Use of the term 
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"Navajo" remains widespread on and off the reservation, and for this reason. I 
employ it in my study. Increasingly. however, the term "Dine" is preferred. 
According to Aronilth. this is the name the people believe to be theirs. Its 
meaning is "children of the Holy People." and it is felt to reflect an identity in a 
way the adopted term "Navajo" never will. The expression of a collective identity 
has meaning within the culture and in its relation to other cultures, and on the 
reservation. the change has been embraced. For instance. the former Navajo 
Community College was recently renamed. and perhaps reinvented. as Dine 
College. On a colloquial level, however, the phraseology is in a state of 
transition. The names "Navajo" and "Dine" are thus used by my partiCipants and 
myself somewhat awkwardly in this study. as in public arenas on and off the 
reservation. as interchangeable tenns. 
• 
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CHAPTER TWO 
WHAT THEY (SHOULD) KNOW: 

STRUCTURE AND CONTENT OF THE AIRP CURRICULUM 

The School of Education at Indiana University graduates approximately seven 
hundred new teachers each year. Relatively few of those graduates participate in 
the American Indian Reservation Project. The AIRP enrolls approximately forty 
preservice teachers each year, and not all of them are even Indiana University 
students. As one of very few teacher education programs located east of the 
Mississippi River that offers field placement in reservation schools, the AIRP has 
consistently drawn interest from preservice teachers at other universities. Through 
the years, Indiana University has established partnerships with a number of 
institutions in the state of Indiana. as well as with various universities in Ohio, 
Wisconsin, Pennsylvania. and New York, making it possible for preservice teachers 
to participate in the American Indian Reservation Project as "guest students" at 
Indiana University. 
In order for any student to be a part of this selective program, he or she must 
undertake extensive preparation during the academic year prior to placement on the 
reservation. The AIRP Director, Dr. Laura Stachowski1, explains that this 
preparatory phase introduces concepts of culture. education, and contemporary life 
on the Navajo Reservation. The following sections explore the structure of the 
I Dr. Stachowski's actual name used with her permission. 
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preparatory phase, the assigned readings that form the foundation for project 
participation, and the structure of the on-site phase. 
Structure of the Preparatory Phase 
New students in the American Indian Reservation Project enter as a cohort, 
meeting together in classes and completing the same assignments through the fall 
and spring semesters of the academic year prior to their student teaching 
placements. In the following fall semester, those participants who are eligible to 
student teach proceed to their host reservation communities, while those who must 
complete additional university coursework continue to meet together with Project 
staff on a monthly basis until they begin their student teaching in the spring 
semester. Although some participants continue in the preparatory phase one 
semester longer than others, the purpose of the meetings and assignments remains 
the same for all-to prepare student teachers to live and work in Navajo Reservation 
communities and schools. 
Intake Interview 
Because the AIRP demands a high level of commitment, an intake interview 
is the first requirement to gain entrance into the program. After reading an assigned 
book, AIRP partiCipants undergo a one-to-one interview with a staff member. Light 
of the Feather is an autobiography of an Anglo educator, Mick Fedu"o (1992), who 
describes his experiences teaching American Indian students. During the one-hour 
interview, students are evaluated on both their understanding of the book's content 
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and their articulation of their own concerns and interests in the project. Light of the 
Feather is written in accessible language, so readers can make a personal 
connection with the author as he struggles to reconcile his own beliefs and ways of 
being with those of contemporary American Indians. Fedullo writes about the 
nonverbal cues he learned to read in Indian children and adults, the time it takes to 
establish genuine friendships across cufturallines, and the problem of teachers not 
believing Indian children can succeed. He addresses whether non-Indian teachers 
should even be teaching Indian students. The concepts introduced in Light of the 
Feather are issues project participants will likely encounter when they reach the 
reservation, and in the meantime, the book provides an excellent source of 
information for a conversation between AIRP staff and potential participants. 
Journals and Abstracts 
Once they are accepted into the program, participants in the American Indian 
Reservation Project must, on a monthly basis, submit journal entries documenting 
their growing familiarity with American Indian life. Eight journal entries are written in 
response to activities such as visiting museums and historical sites, viewing firms 
depicting American Indians, surveying the use of American Indian imagery for 
mascots in athletics and in mainstream U.S. advertising, and reading issues of the 
Navajo Times newspaper. 
Also on a monthly basis, preparatory students submit written abstracts 
synthesizing the content of several assigned readings. The readings are organized 
into themes, such as historical issues, Navajo identity, education, and contemporary 
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American Indian life. These readings introduce basic information about issues and 
conditions relevant to Navajo people, and AIRP staff work with preparatory students 
to process this information and develop a conceptual framework they can use in 
adapting to life on the reservation. 
Classes and Workshops 
Throughout the preparatory year, AIRP participants must attend monthly, 
evening classes for two semesters. Each seminar class extends for three hours, 
combining lectures, facilitated discussion, and group activities. These classes are 
led by a team of AIRP staff members, consisting of the Project Director and two to 
three graduate students. 
The Spring Workshop is the culmination of the preparatory phase. Scheduled 
in late April, the workshop consists of a Friday evening session and a full twelve­
hour day on Saturday. Navajo consultants provide a bulk of the workshop content, 
and time is set aside for a panel of past participants to address the group and 
answer questions about their experiences. Parents and friends are invited to attend, 
and a special information session is planned for the guests. Having family and 
friends attend the workshop allows for better understanding of what the student 
teacher will experience white on the reservation, while also helping to quell any fears 
about the student teachers' well-being. The Spring Workshop also serves to renew 
enthusiasm for Project participation and provides a final, personal contact between 
students and staff before the summer break. 
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Content of the Preparatory Phase: The Reading List 
Participants in the American Indian Reservation Project undertake extensive 
readings during the preparatory year at Indiana University. They are introduced to 
background information on Navajo historical issues, cultural values, and reservation 
schooling. What follows is not a comprehensive review of the preparatory reading 
list; rather, it is an overview of the salient concepts AIRP participants are expected to 
learn. 
About the Navajo Nation 
Most AIRP participants come into the program knowing something about the 
broken treaties and mutual distrust which have marked Anglo-Indian relations, but 
they often do not know the injustices and oppressive conditions specific to Navajo 
history. A number of historical readings thus present information about periods of 
forced exile, livestock reduction, land dispute, and govemment intervention affecting 
the Dine people and impacting life on the reservation even today. Further, while the 
ideas held by new Project partiCipants about Navajo history are typically vague and 
incomplete, the beliefs they have about contemporary reservation life often are flatly 
erroneous. Readings about contemporary Dine life reflect both the cultural traditions 
and adaptations in the lives of Navajo people. From the maintenance of a clan­
based society to the development of the Native American Church, people on the 
Navajo Nation negotiate in and betWeen Native and mainstream U.S. cultural 
pattems. 
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Historical perspectives. 
Joe (1988) introduces the historical exile of American Indians in the 
southwest and the "Long Walk" Navajo people were forced to endure. In the 1860's, 
during the Mexican-American War, U.S. government officials adopted a strategy to 
clear American Indians from areas of land they wished to control. Colonel Kit 
Carson was given the task of moving the Navajo people to an outpost in eastern 
New Mexico. His strategy was to starve the people into compliance, so he arranged 
the widespread destruction of crops and livestock. Men who did not surrender were 
then killed, while women and children were taken captive. More than eight thousand 
people, starving and cold, were marched to Bosque Redondo, near Fort Sumner, 
New Mexico, where they remained in exile for five years. Thousands of people 
perished during this time. and the Long March remains a symbol of unprovoked 
brutality in the agenda of Anglo progress. 
Schoepfle, Nabahe, Johnson, and Upshaw (1986) outline the effects of 
government interventions on Navajo agricultural patterns. Traditional grazing 
practices among Navajo people were nomadic and based on an system of extended 
kinship. Land was not fenced, and livestock grazed around the reservation on a 
rotational basis. In the 1930's, the U.S. government introduced a conservation 
program, restricting the mobility of Navajo farmers and dramatically reducing their 
herds of livestock. In 1933, the U.S. government purchased and/or killed 100,000 
sheep and 100,000 goats belonging to the Dine people. Though the government felt 
that Navajo farmers tended to overgraze their land, this new conservation program 
actually left the herders more susceptible to drought. Over time, these government 
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interventions permanently altered kinship relations and crippled local economies. 
Additionally, the forced reduction of livestock meant that reservation land stood 
unused. This left the Navajo vulnerable to encroachment, as non-Indian farmers 
and cattlemen were able to claim feral land as their own. 
Brugge (1990) traces the historical land dispute between the Navajo and Hopi 
Nations. In the 1930's, during the U.S. government's conservation program, a 
redistricting initiative awarded land, previously part of the Navajo Reservation, to the 
Hopi. Later, however. mineral deposits were discovered on this land, and Navajo 
leaders sought recompense for what, they felt. had been arbitrarily lost. In 1962. 
some of the land was thus designated a "joint use area." This meant the land use. 
by both the Hopi and Navajo peoples. was regulated, and a construction freeze was 
imposed. In 1974, the issue of land rights was taken to the U.S. courts, and a 
settlement act partitioned the disputed land once again. Joe (1988) described the 
effects of the land dispute on families in one Navajo district. Many have had to 
relocate, sometimes more than once, and others continue to chafe under the 
restrictions of government intervention in disputed border areas. 
Reyhner and Eder (1992) explore the legacy of dependency by American 
Indians on government support. They trace this dependency to the development to 
the Bureau of Indian Affairs in the 1880's, asserting that, "After years of BIA control. 
American Indians have had to relearn self-determination" (po 57). Reyner and Eder 
pOint out. however, that tribal councils are increasingly active in educational 
leadership. facilitating discussions of sovereignty and moving American Indians 
beyond the legacy of Anglo authOrity. 
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Contemporary Dine life. 
Aronilth (1992) explains the rather complicated system of Navajo clans. More 
than sixty clans are recognized in Dine society. and every person is linked to four of 
the clans. The links are matrilineal. so people are "born to" their mother's clan. "born 
for" their father's clan. and have ties to both their maternal and paternal 
grandfathers' clans, as well. The dynamic forms a kind of extended family for 
Navajo people and offers a strong sense of identity. Aronilth describes the clan 
system as a statement of one's essence and a means for understanding what it is to 
belong. He writes. "Self identity teaches us how to understand our uniqueness, so 
our clan, in terms of whom we represent. is the most important value in our life" (p. 
78). Through the clan system. Navajo people learn about respect and love for 
themselves, other people. their livestock. and the land. 
Utter (1993) reviews the events leading to the formation of the Native 
American Church. Traditional American Indian ceremonies sometimes included the 
use of peyote "buttons. II or hallucinogens, believed to enable users to commune with 
spirits and receive guidance. A U.S. government prohibition, however, made the 
use of peyote illegal for nearly three decades. In 1967, peyote was deemed legal for 
sacramental purposes, and the Native American Church was formed. The NAC is 
something of a hybrid religion, combining elements of Christianity with traditional 
culture. Despite its connections to Christianity. however, the Native American 
Church recognizes the legacy of religious interventions in American Indian cultures, 
•
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and its members differentiate the practices of their church from Christian 
proselytizing. 
About American Indian Education 
Along with a basic understanding of the history and cultures of the Dine 
people. AIRP participants need a solid grounding in the cor-dition of reservation 
schools and the educational aspirations of students on the Navajo Nation. A number 
of assigned readings introduce this information. 
Legacy of schooling. 
Reyhner and Eder (1992) present a history of American Indian education, 
asserting that schools were originally designed to "civilize" Indian children and 
introduce them to the tenets of Christianity. The authors trClce this history from early 
Catholic educational efforts in 1568 to the founding of the infamous Carlisle Indian 
School in Pennsylvania. The authors note that the Carlisle Indian School was 
formed in 1879 in order to rid students of their "Indianness," and its model was 
quickly replicated in many reservation areas. Such boarding schools, built at a 
distance from the homes of students. allowed Anglo educators to isolate American 
Indian children and indoctrinate them into a mainstream U.S. experience. These 
educators often functioned without understanding of or regard for the beliefs and 
practices of Native peoples. For example. many of the educational facilities were 
built on sacred burial sites. Both directly and symbOlically. Anglo educators 
demonstrated their willingness to bury Native cultures in the pursuit of education. 
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The assimilation of Indian children was further accomplished in the schools through 
the use of English language instruction and the banning of students' languages and 
cultural traditions. 
This legacy of assimilation has import for student teachers in the AIRP. 
Generations of Navajo people have been educated in schools that perpetuate 
viewpoints of the dominant Anglo culture. As indicated in the Report on BIA 
Education (1991), 
Even today, while there is an accepted policy of cultural pluralism 
and Indian self-determination, the BIA-operated schools still devote 
the great majority of their time and effort to the language, history, 
culture. values, government and general framework of thought of 
mainstream American society (p. 227). 
Project participants thus learn. even during the preparatory phase, that the 
curriculum and administration of schools are political processes they will need to 
negotiate. 
Pavlik (1990) writes that formal education was eventually supported by some 
influential American Indian elders. These leaders encouraged people on 
reservations to learn from Anglo educators while maintaining Native traditions. 
Pavlik emphasizes, however, that American Indian education has been subject to 
dramatic shifts in government policy and administrative practice. For example, 
under the leadership of Franklin Delano Roosevelt in the 1930's, the "New Deal" 
emphasized American Indian autonomy and encouraged the preservation of Native 
cultures. During this period, numerous initiatives were funded to support bilingual. 
bicultural education and to offer alternatives to boarding schools. In 1953, however, 
Congress withdrew from its involvement in shaping the education of Indian children. 
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Public attitude swung back toward a call for reform when, in 1969. President John F. 
Kennedy drew attention to the dismal conditions in reservation schools. Reform 
efforts since this time. however, have stalled on numerous occasions, subject to 
Congressional funding and the political agendas of various individuals or parties in 
control at any given time. 
BIA administration. 
AIRP participants are encouraged to contextualize information about 
conditions on the Navajo Nation. They learn, for instance, about the involvement of 
the Bureau of Indian Affairs in American Indian education, and they know that this 
government administration is often controversial. In an article in U.S. News & Wond 
Report, Satchell and Bowermaster (1994) present a public expose titled "The Worst 
Federal Agency." Denouncing the BIA from the perspective of outsiders, Satchell 
and Bowermaster relate staggering examples of mismanagement and governmental 
excess. The Bureau of Indian Affairs is the largest agency in the U.S. Department of 
the Interior, with approximately 13,000 full-time employees, and the bloated 
bureaucracy is notoriously inefficient and corrupt. Officials estimate that less than 
twenty percent of the billions of dollars budgeted for the work of the BIA actually 
reaches American Indian reservations, and an audit conducted just on the 1990 and 
1991 fiscal years found $485 million in accounting errors. AIRP participants reading 
this article generally respond with outrage and incredulity as they learn about the 
leadership records of the BIA. 
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Education in contemporary reservation life. 
The intervention of the government in American Indian affairs continues to 
evolve, and AIRP participants are currently finding that schools provide an arena for 
public discourse. Pavlik (1990) reports that in 1987. the BIA announced it would 
withdraw from the direct delivery of education, shifting responsibility for reservation 
schools to tribal entities. local communities. and state agencies. In claiming their 
more direct oversight. however, American Indian parents, educators, and community • 
members are finding that fundamental controversies persist. As Pavlik writes: 
The elements that we blame for the past and the present state of 

Indian education, such as inadequate funding, competing systems, 

and constant chaotic shifts in policy are all merely products of a 

larger problem: we still have not determined the ultimate mission of 

Indian education (po 101). 

When they arrive on the Navajo Reservation. then, AIRP student teachers learn that 
the very purpose of their work might be interpreted in numerous and disparate ways. 
Rhodes (1994) explains that. for Dine people. sacred and secular knowledge 
cannot be separated. Benally (1994), meanwhile, offers that a Navajo pedagogy 
should stress the development of reverence for peace and harmony, greater 
spirituality, self actualization, and happiness. But it is an article by Vine Deloria that 
most directly critiques mainstream U.S. education and encourages AIRP participants 
to ask themselves what knowledge has worth. Deloria (1978) believes foreign 
systems of education cannot provide American Indian students with a meaningful 
frame of reference for their lives. Rather, he suggests, educators can begin by 
looking within Native cultures, toward the strengths of the people and the successful 
models for teaching and leaming found in families. clans. and communities. Deloria 
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stresses the teaching of tribal customs. especially patterns of clan and kinship, and 
writes that reading. writing. and arithmetic are important tools by which such 
traditions are learned. 
The Report on BIA Education (1991) describes the system of Bureau of 
Indian Affairs schools as secondary to public school education, with enrollment 
declining to less than 25% of students on the Navajo Nation. Still. BIA schools offer 
a viable and, in some ways, attractive option for the families of many Navajo 
students. The huge geographic expanse of reservation land creates challenges for 
transporting children to and from schools. and dormitory housing can alleviate 
concerns of safety. cost. and time related to daily busing. Some Navajo people also 
believe the nutrition program and the social and cultural opportunities at boarding 
schools may be preferable to what is available at home. Finally. many Navajo 
people take issue with the curriculum of public schools. These schools follow state 
guidelines in Arizona, New Mexico. and Utah. so the curriculum does not offer great 
flexibility in representing Navajo language and culture. 
Gilliland (1988) provides guidelines for non-Native teachers in reservation 
schools. To be successful. the author writes. teachers should learn and accept the 
beliefs and practices of American Indian cultures. Open and authentic 
communication is important in getting to know students. their families. and members 
of the community. Teachers should demonstrate that they value the backgrounds of 
their students and should be able to share enough of their own backgrounds to build 
trust and articulate their interests in living and working in reservation communities. 
Gilliland emphasizes that the self-esteem of Navajo students should be enhanced in 
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a school environment. and he encourages teachers to focus on positive values and 
role models the Navajo children can find in their daily lives. Finally. the author 
writes, teachers must ensure that the curriculum has cultural relevance. and that 
classroom teaching addresses varied learning styles. so Navajo children will be both 
motivated and able to achieve. 
Structure of the On-Site Phase 
While students are on the reservation. they not only student teach and work in 
the dormitory where they life, they are also required to partiCipate in community 
events and to complete service and research projects. Various written assignments 
accompany these experiences. 
Student Teaching 
The student teaching placement extends through eighteen weeks on the 
reservation. Depending on the certification requirements of their chosen fields, 
student teachers might work exclusively with younger students in a K-6 or K-8 BIA or 
community school, or they might split their time to include secondary level teaching 
in an area public school. Supervision is provided on behalf of Indiana University by 
reservation school staff throughout the semester, as well as by AIRP personnel on 
site visits at the beginning and middle of the term. After a successful semester of 
classroom work. student teachers are eligible for Indiana State Certification. 
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Dormitory and Cafeteria Assignments 
Bureau of Indian Affairs schools were built as residential facilities. and many 
community schools on the reservation today continue to offer housing for K-8 
students during the school week. AIRP participants live in these facilities and, in 
exchange for housing and meals. contribute to dorm programming, working as tutors 
and chaperones and providing important companionship and role modeling for 
residents. In many schools. the AIRP student teachers also work daily with the 
cafeteria staff. They most often serve food to students in the serving line. increasing 
their personal contact with the student body. but student teachers sometimes assist 
with food preparation and cleaning duties. as well. This arrangement exposes AIRP 
participants to the full range of services provided in BIA and community schools. 
Many Project participants also complete their student teaching in the BIA or 
community schools. All three subjects in this study. however. had certification 
requirements that necessitated their student teaching in K-12 districts. In these 
cases, participants live at a BIA or community school and volunteer there as a 
classroom teacher aide for one month before completing their student teaching 
requirements in a local public school. 
Community Involvement 
Student teachers in the AIRP are required to extend themselves in their host 
communities and to pursue information about the services. institutions. and activities 
on the reservation. They are actually graded on their community involvement. 
although how they participate varies widely. depending on the interests of the 
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student teachers and what is available in each placement community. They attend 
chapter house meetings, visit social service agencies. participate in traditional 
ceremonies, and offer assistance to local residents in daily tasks such as grocery 
shopping and sheep herding. They give an account of these activities in bi-weekly, 
reflective reports and. through guided questions. are asked to evaluate what they 
have learned. Project participants also complete extensive assignments-a service 
learning project and an in-depth inquiry-more directly related to community 
involvement. 
Academic Assignments 
Throughout their on-site reservation experiences, AIRP participants 
complete academic assignments and submit them, most often via U.S. mail. to 
the Project staff at Indiana University. These written assignments include bi­
weekly reports of their experiences. a service learning project report, and an 
inquiry project report. 
Bi-weekly reports of experiences. 
Every other week. student teachers submit a reflective report about their 
experiences. These reports are mailed to Indiana University, where Project staff 
evaluate them and respond with extensive written feedback. The reports serve to 
maintain communication between student teachers and Project staff about ongoing 
experiences in the schools and host communities, as well as to guide the student 
teachers in developing a conceptual understanding of those experiences. 
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Participants are asked to identify important issues on the reservation, general 
cultural values among Navajo people, and their own thoughts on living and teaching 
in a new and unfamiliar environment. 
Service leaming project. 
Midway through their reservation experiences, student teachers are asked to 
identify and complete a service learning project. Their reports on this project must 
be at least eight pages in length, typed and double~spaced, and must include both a 
description of the experience and reflection upon its meaning. Projects might 
involve working with an eXisting social service agency, contributing to a one4ime 
event such as a health screening or community festival, or assisting a single family 
in household duties. It is the service learning component of the AIRP that is the 
basis for my research study. 
The inquiry project. 
My research was conducted in the midst of the student teachers' on-site 
reservation experiences. I was interested in the developing sense each of the 
participants had of community participation and belonging. The AIRP assignments, 
however, do not end with the service learning project. Participants are asked to 
continue their understanding through an in-depth inquiry project on a topic of their 
choice. Some students complete media projects and others undertake original 
research on spiritual, political, or cultural issues. A third option. however, is for 
participants to conduct a second service learning project. Many student teachers 
34 

enjoy deeper personal interactions in the later part of their reservation experience. 
and as they contribute to the community. they are expected to reflect on their 
developing ideas of service and reciprocity on the Navajo Nation. The inquiry 
project. then, suggests the process of leaming emphasized throughout project 
participation and represents a culmination of the on·site experience. 
• 
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CHAPTER THREE 

WHERE THEY FIND THEMSELVES: 

STUDENT TEACHERS ON THE NAVAJO NATION 

While chapter two focused on the literature that student teachers in the 
American Indian Reservation Project read in preparation for their reservation 
placements. this chapter examines much of what the participants encounter more 
personally when they arrive on the Navajo Nation. Despite their extensive 
preparation, AIRP participants must adapt quickly to a range of new experiences in 
living and working in reservation communities. This chapter outlines living 
conditions for student teachers on the Navajo Nation, public interactions of people 
on the reservation, and dynamics of teaching in the host schools. It concludes with 
descriptions of the two reservation communities in which AIRP student teachers live 
and work. 
Reservation Conditions 
As they arrive on the reservation. most AIRP student teachers encounter a 
landscape that differs in substantive ways from their home environments. The 
differences are both visually striking and of practical significance. and student 
teachers quickly learn how the climate. location, and infrastructure of reservation 
communities impact the daily lives of area residents. 
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Geographical Isolation 
The Navajo Nation is striking in its expanse and in the sense it gives visitors 
of physical isolation. It is comparable in square mileage to West Virginia, yet while 
West Virginia features 18,000 miles of paved roads, the paved roads on the Navajo 
Nation measure just two thousand miles in length. The terrain is often rugged, so 
people on the Navajo Nation are separated from one another and from outside 
cultures by natural canyons and mountain ranges. The unique physical bearing of 
the reservation is also a product of more arbitrary boundaries. The Navajo Nation 
spreads through portions of Arizona, New Mexico, and Utah and sits in a rather 
uncomfortable proximity to several other American Indian reservations. Indeed, the 
Hopi Reservation is situated entirely within the Navajo Nation, surrounded on all 
sides by Navajo land. and the border separating these two nations is an issue of 
historical dispute. As legal and public negotiations are waged, patches of road on 
the disputed land lie unpaved and without routine maintenance. Because of these 
poor road conditions, many Navajo people are forced to invest in expensive four­
wheel drive vehicles in order to travel roads that are muddy and of poor grade. They 
also pay a premium for the gasoline delivered to their reservation communities, 
where American Indian Reservation Project students must adapt to fuel prices fifty 
percent higher than in Indiana and dramatically inflated when compared with prices 
in surrounding border towns. In many ways, then, the physical isolation of the 
Navajo Nation contributes to an environment resembling that of developing 
countries. The transportation of goods and delivery of services often carry 
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exorbitant costs. and the differences between traditional life and modem 
development stand in sharp contrast. 
Physical isolation presents specific challenges for AIRP participants in terms 
of peer support. The student teachers typically do see each other during the on-site 
phase of the program, but, with the exception of one university-directed workshop, 
this is entirely at the student teachers' own initiative. They occasionally take 
weekend trips together to nearby cities such as Flagstaff and Santa Fe, and some 
venture toward the tourist attractions of Las Vegas, Phoenix, Albuquerque, and Salt 
Lake City. or to the recreational centers of the Grand Canyon or Lake Powell. 
Typically, however, they limit such tourist excursions in favor of opportunities to 
participate in public life on the reservation. They are encouraged by project staff and 
by Navajo friends and acquaintances to attend the annual Navajo Nation Fair, as 
well as rodeos and flea markets. and these events often evolve into impromptu 
reunions for project participants. A number of student teachers also arrange to visit 
one another in their host communities, particularly when a Navajo person or family is 
willing to include Project participants in traditional ceremonies or daily activities. 
At the midpoint of each semester, all AIRP student teachers come together 
for a day-long workshop at Dine College in Tsaile, Arizona. One of the Indiana 
University staff members goes to the reservation to coordinate this event, and 
student teachers are released from their teaching duties for one Friday in order to 
attend. The workshop serves as an arena for stepping away from the stress of 
cultural immersion, a time to share successful strategies for teaching and living on 
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the Navajo Reservation, and an opportunity to affirm that lines of communication 
between Project participants and university staff are strong and functional. 
Communication Systems 
Communication between AIRP staff and the student teachers is paramount, 
yet the systems of communication on the reservation require a measure of 
adaptability. As guests in their reservation communities, student teachers are 
guided to remain sensitive about displays of wealth, to use resources in moderation, 
and to keep their personal needs in perspective relative to communal concerns. At 
the same time, their participation in the project requires them to maintain close and 
timely contact with university staff, and their support in the field depends on an 
efficient exchange of information. For young people accustomed to electronic 
communication, cellular phone service, and informational technology, the systems 
they encounter on the reservation are often fraught with inconvenience. and the 
adjustments they must make in terms of expectation and responsibility can lead to 
frustration. 
Telephone lines do not extend to some of the more rural areas of the 
reservation, and in those areas where service is available. installation orders might 
be backed up for more than a year. Many schools simply cannot allocate telephone 
lines for anything but the most immediate concerns. Computer laboratories, often 
financed by outside organizations or grants, might be equipped with state-of-the-art 
technology but rendered useless without a supportive infrastructure. Cellular 
telephones are increasingly common on the reservation, but the network of cellular 
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towers remains a work in progress. In one community I used as a research site, 
towers were built on the mesa outside of town, and cellular service was aggressively 
marketed to the citizens, who later discovered that their location in the valley 
precluded many of them from receiving the service for which they had paid. 
Though communication systems vary from one school to another and are in a 
constant state of flux, the American Indian Reservation Project depends heavily on 
U.S. postal delivery for much of the routine communication between partiCipants and 
project staff. PartiCipants are required to mail bi-weekly reports, and graduate 
assistants respond with personal, written feedback. Telephone contact is used by 
the Project Director and university staff to provide supplementary support, but the 
written dialogue between participants and graduate assistants forms a crux on which 
the success of the on-site placement of the student teacher depends. 
Public Utilities and Institutional Services 
Though fast food and other franchise service establishments dot the 
highways and give a sense of the familiar, newcomers to the reservation are 
sometimes hard pressed to describe the economics of reservation life. Navajo 
people do not appear to be working in the manner outsiders might expect. 
Employment opportunities outside the home are limited, so what income there is 
generally is derived from the land or from artisan work. Navajo people raise 
livestock, pick nuts, and weave baskets, among other pursuits. Public assistance is 
also a viable part of household income. Indeed, more than ninety percent of Navajo 
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families fall below the poverty line, and in terms of public services. the Navajo Nation 
more closely resembles a developing country than newcomers might expect. 
Conditions are changing rapidly. and each year public services become more 
readily available. Electricity. sewage facilities. and running water are found in most 
homes near the schools, although some students living in the dormitories during the 
week will spend their weekends in more rural areas and may not have access to 
such facilities. Thus, student teachers quickly leam that. for Navajo children, time 
spent outside school might not be theirs to negotiate. Most students have 
responsibilities at home and might devote their daylight hours to herding sheep or 
cooking meals. If there is no electricity in the home. evening homework is not 
always a viable option. Student teachers must therefore take into account practical 
considerations when assigning homework. Those who function with expectations of 
widespread technology, such as computers or even typewriters. can quickly become 
frustrated. While many Navajo people do, indeed. have personal computers. others 
live without a light by which to read. Student teachers must also consider the 
expectations of Navajo people in regard to family time. For many Navajo people. 
weekends are devoted to family or cultural activities. and student teachers who do 
not respect these traditions generally encounter resistance. 
An uncomfortable truth in the experience of many student teachers is the 
ambivalence of some Navajo people toward formal education and mainstream ways 
of living. Though change is, of course, occurring on the Navajo Reservation. not all 
Dine people believe that change equals progress or that this "progress" (i.e .• 
mainstream U.S. culture) is good for the Navajo Nation. Yet AIRP participants. by 
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virtue of their work in schools, are at the nexus of change. The assignments they 
give, the rituals they impose, the authority they claim-all these might be contested. 
More generally. the values they represent and the expectations they hold must be 
considered carefully and revisited in the context of students'lives and the future of 
the Navajo people. The pursuit of gainful employment. for instance, presents a 
difficult choice for many in that it nearly always requires leaving the reservation. 
Similarly. the choice to allow outside businesses to operate on the reservation 
leaves the Navajo public vulnerable to exploitation by both their elected officials and 
the companies. Recently. American Indian representatives contracted with a large 
coal mining company that promised and has delivered numerous job opportunities 
for Navajo people in exchange for land and water use. Jobs were, in effect, traded 
not only for the coal being exported, but also for a huge amount of water consumed 
by the company. Native people are thus living with a severe water shortage. 
Finally, the very idea of centralized employment, even on the reservation. challenges 
a more nomadic tradition and inevitably changes aspects of land use and 
conceptions of time and season. Student teachers thus need to consider carefully 
their ideas about the purposes of education and of success. 
Because healthcare on the reservation is federally funded, non-emergency 
medical treatment is deSignated exclusively for Native people. A very real concern 
for many student teachers. therefore, is their physical health on the reservation. 
They work long hours in a new environment, and many of them carry bad habits of 
diet and lifestyle. For example. many student teachers do not get adequate sleep or 
exercise. and they struggle to adjust to a professional work schedule. Like all 
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student teachers. by virtue of their proximity to schoolchildren. they are exposed to 
strands of illness, head lice. and genns. Yet student teachers on the reservation 
often have additional concerns. They are uncomfortable with the free-range 
livestock they see around them. They read of the rare but dangerous Hanta virus 
and worry about food·borne illness. For some student teachers. and for many of 
their parents. this is a psychological adjustment that dominates their experience. 
They may become run down physically or struggle to attain good health. and some 
feel that being denied routine health care signals a lack of appreciation for their work 
and presence in the community. 
Law enforcement on the reservation is also an issue of domain. Reservation 
police. border town law enforcement. and the FBI negotiate these issues. and the 
territorial battles sometimes overshadow the quality of service and protection. 
Inevitably. the schools are affected. When. for example. a high school football 
player lost his temper in a game and tackled a referee. the case fell under the 
jurisdiction of the FBI. and the news item was picked up on the Associated Press 
wire and sensationalized in national publications. Many student teachers are 
surprised to find that authority functions on so many levels. and most have personal 
narratives to share of people they know who operate. intentionally or by 
happenstance. in the gaps of the system. 
Public Life of Dine People 
AIRP participants work to become involved in the public life of their host 
communities. Through community service. inquiry projects. and bi-weekly 
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assignments, student teachers are expected to learn about and participate in 
local events and community life. 
Chapter Houses 
In their preparatory readings, AIRP participants learn basic ideas about 
Navajo cultural values and social structures. Once on the reservation, these student 
teachers are expected to participate in community life and to conceptualize public 
decision-making. They are required, for instance, to identify and participate in 
activities at local chapter houses. Established on the Navajo Nation in the 1920's for 
the purpose of agricultural extension services, chapter houses now function much 
like town halls. They serve as central spaces for local government and community 
life, and also provide services and supplies, such as potable water, cut wood, and 
food staples, to people in need. One hundred chapter organizations are recognized 
by the Navajo Nation government, and each chapter elects a president, vice­
president, and secretary. Regular meetings are scheduled to address community 
issues. 
Despite the sometimes impassioned conversations they witness in chapter 
house meetings, student teachers on the reservation often express surprise that 
Dine people do not respond with greater outrage to injustices and conditions directly 
impacting their lives. Navajo people might argue within a community over local 
issues, but they are not inclined to weigh in on political directives from federal or 
tribal authorities. Experience has taught them to distrust public officials, and they 
have become adept in making the distinction between what they can and cannot 
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control on a local level. Political metoric. then, exists on a plane largely separate 
from daily life and has been claimed by only a few. 
Political Involvement 
The legacy of broken treaties and bureaucratic corruption on the reservation 
began with Anglo intervention but is systemic even under Navajo leadership. Navajo 
leaders who were installed within the BIA Administration were trained in a system of 
cronyism and privilege, and these management patterns persist. AI RP participants 
often respond with feelings of moral outrage and indignation to this dynamic and are 
surprised when the Navajo people do not respond in kind. 
The Dine are not inclined to engage in public protest, but what might seem 
to an outsider to be apathy is not necessarily so. A general cultural belief among 
Navajo people is that overt opposition brings undue attention to one's self. They 
might make their displeasure known in an indirect fashion. avoiding those they do 
not like or with whom they disagree. As Deloria (1978) explains 
In many tribes, when a person wishes to indicate disapproval. he simply 
remains silent. It is not good manners to talk and disagree with a person 
proposing a course of action with which one disagrees. Boycott or 
disapproval by withdrawal is also used on the intertribal level to indicate 
disagreement (po 22). 
Public elections offer another example. Because they are regarded as foreign 
devices, many American Indians do not actively participate in the campaigns or 
elections of political officials. An absence of dissention or debate in public 
matters, however, does not necessarily indicate consensus or disinterest. 
• 
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Public Issues 
Conversely, in regard to issues affecting family structures or the 
maintenance of cultural identity, Navajo people are frank and proactive. It would, 
therefore, be both a disservice and a misrepresentation to label them as victims. 
Topics such as alcoholism, unemployment, elder abuse, and childcare are 
discussed in direct terms, with less emotion than resolve. The sale or 
possession of alcohol, for instance, is illegal throughout the reservation, and 
education campaigns and media messages about alcohol portray the issue as 
one about life and death. Many student teachers dismiss such extreme 
messages as propaganda, but most Navajo people support this direct approach. 
A number of Navajo educators explained to me that a family or clan is stronger if 
it is not shrouded in feelings of shame and hypocrisy. Thus, if a family member 
drinks too much, children will speak of "my drunk uncle" and reinforce ideas of 
accountability and consequence rather than value-laden judgment. 
Ironically, in many ways, Dine people operate on a level of savvy not evident to a 
student teacher with limited life experience. Many Navajo parents, for instance, 
go to great lengths to secure a solid education for their children. Even as 
students are enrolled in sub-par K-8 schools with limited resources, their parents 
might be making arrangements for alternatives for high school. They will 
compare the reputations of public school districts and private school options on 
the reservation. They might send a teenaged child to live with extended family, 
and it is not uncommon for parents to relocate in order to get their children into 
better academic environments. Many of the Navajo people living off the 
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reservation, whether in California. Arizona. or even Indiana. have moved for 
reasons of educational opportunity. 
Indeed, student teachers are often surprised by the community support for 
local schools. School carnivals and other fundraisers are popular. functioning as 
community celebrations. Athletic teams enjoy enormous followings; it is not 
uncommon to see hundreds and even thousands of American Indians travel to 
rodeos or basketball tournaments to cheer the local youth. Finally. the student 
teachers quickly realize that parents and other community members make it a point 
to know who is living in their town and. more importantly. who is teaching their 
children. 
Host Schools for the AIRP 
The variety of schools. including Bureau of Indian Affair schools, on the 
Navajo Nation reflects a compendium of competing interests and inconsistent 
policies. Public schools follow state guidelines in terms of curriculum standards and 
hiring practices, but as the Navajo Nation extends across the borders of Utah. 
Arizona. and New Mexico, there are great differences and various states of reform in 
place at any given time. Further. schools with religious affiliations remain a force on 
the reservation, and charter schools have become increasingly popular. particularty 
with parents who support an agenda of sovereignty and a Navajo-centered 
curriculum. Other schools are being re-conceptualized as academies, emphasizing 
comprehensive education and striving for success in terms of student competencies 
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and basal test scores. Indeed, the direction from the Navajo Nation capitol of 
Window Rock, Arizona tends toward such standardized measures for education. 
The overall picture of reservation schooling, then, is complex, with diverse 
institutions and. it seems, a perpetual state of flux. As guests on the reservation, 
however, American Indian Reservation Project participants are hosted by those 
schools which were built and have been managed by the Bureau of Indian Affairs. 
Dormitory Life 
The BIA's unique system of schooling is built on a full-service concept. with 
residential dormitories and full-time health care and dining facilities. During the 
school week. students as young as five years of age have the option to live in 
dormitories. The facilities generally consist of large sleeping rooms with rows of 
bunk beds. though newer facilities are often configured into double rooms. 
Dormitory staff are mostly Navajo, and they function as role models for many 
residents. Older students also nurture the younger children and take on familial 
roles. Responsibilities are shared by all the children in the dorms, who rise as early 
as 6:00 a.m. to begin a daily routine. They sweep the floors and clean the 
bathrooms. with time allocated for personal hygiene and grooming. 
One Anglo teacher believed that full-service schools enable cyclical problems. 
She suggested that families come to depend on the schools to provide nutrition. 
hygiene. and health care and may assume less responsibility for the children's 
needs, even on the weekends that the children return home. Still, she saw value in 
dormitory life. Her feeling was that while public schools try to mold the children into 
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model students. staff members at the dormitory schools are able to address the 
whole life of the child. 
In 1989 the Bureau of Indian Affairs announced its plans to take a less direct 
role in school administration, and responsibilities have, in many cases, subsequently 
been shifted to local communities. During my data collection, public meetings were 
held in chapter houses across the Navajo Nation to discuss the future of each BIA 
school. Those communities opting to "go grant" thus entered into a five-year plan to 
assume administrative control of their schools. While still supported by federal 
funds. these schools are no longer subject to federal oversight. 
Leadership in the Schools 
The legacy of the BIA is far reaching. Leaders of community. or grant. 
schools continue to function with expectations of bureaucratic hierarchy and 
cronyism. Experience has taught them that leadership offers opportunities to enjoy 
significant fringe benefItS. and they have suddenly. and often without training. been 
entrusted with enormous budgets. The result, of course, is sometimes disastrous. 
In one Western Agency district, for example, the chair of the school board was 
indicted for embezzling five million dotlars. Despite such scandals, however, many 
corrupt and ineffectual administrators remain firmly entrenched in reservation school 
systems. A principal may be fired from one district. only to tum up the following year 
at another area school. These sagas provide the fodder for much discussion in 
Navajo communities, and many student teachers become cynical about the 
leadership in their own host schools. 
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Beyond such criminal activity, the legacy of the BIA is evident in patterns 
of communication and confusion. The large and hierarchical structures of the 
BIA encouraged an atmosphere of scrutiny and a bewildering complex of 
authority, and today, communication lines within a school often depend heavily 
on gossip, while staff members of the schools. dormitOries. and cafeterias 
struggle to identify the parameters of their work. In full-service schools. the 
academic, residential. and food service personnel function as three separate 
units, and the division of labor is sometimes nebulous. Dormitory aides. for 
instance. are responsible for helping students complete their homework. but they 
are given little or no guidance or support. As products of BIA schools 
themselves. many dorm aides are not confident in their own academic training or 
command of the English language. and they are often unable to complete the 
assignments. let alone teach them. The result. then, is confusing for both the 
staff and the school children. 
Another dynamic unfamiliar to student teachers on the reservation is 
"count week." Count week is. in short, a competition among schools for public 
money. Funding for each school is determined by the number of students 
enrolled in the last week of September. so school personnel spend the first 
several weeks of the academic year recruiting students. Festivities and 
gimmicks abound. with ice cream socials and carnivals designed to attract new 
students and keep those present from being courted elsewhere. Navajo students 
might change schools several times in this period, and some wait until count 
week to attend school at all. The first month of school, then, presents 
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exceptional challenges for teachers. Class rosters fluctuate wildly, and teachers 
might not know through this time which grade or subject they will eventually be 
assigned to teach. Thus. attention to the curriculum is delayed. with 
experienced teachers investing their time and energies to establishing relations 
with their students. rather than directly addressing academic content. 
Teaching in the Host Schools 
Rhodes (1994) pOints out that the controversies of administration and 
funding of Indian schools often overshadow classroom teaching and learning. 
Inexperienced student teachers find that their limited training accounts for a 
disproportionate amount of professional teacher education in the reservation 
schools. Until recently. Navajo educators had to leave the reservation for 
teacher training. often driving hours to commute or living with family in 
neighboring states. Today. correspondence courses are offered by regional 
state institutions. such as Fort Lewis College. Northem Arizona University. 
Southern Utah University. and Weber State University, while Dine College. the 
reservation's community college system, has developed a paraprofessional 
teacher education program. Still, a shortage of trained Navajo professionals 
exists. and it is not uncommon to find teachers who lack state certification. 
Student teachers in the AIRP are frequently offered paid positions at the end of 
their internships. and many do work on the reservation beyond the tenure of the 
program. 
• 
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There are many Anglo teachers on the reservation. especially at the 
secondary level, because school districts aggressively recruit teachers from out 
of state. For example, many teachers are recruited from rural states such as 
South Dakota and Wyoming, where starting teacher salaries are as low as 
$19.000. Reservation schools are able to offer higher salaries. ranging from an 
average of $24,000 for beginning teachers at Arizona state schools to $28,000 in 
BIA and community schools. With the shortage of certified teachers on the 
reservation, Anglo teachers can easily develop an exaggerated sense of 
importance. and when they are recruited and offered government housing, many 
arrive with great enthusiasm and a sense of adventure. Yet teacher turnover 
among these Anglo imports is an enormous problem. Many are not prepared for 
reservation conditions, and, too often, their understanding of Navajo people is 
based on erroneous stereotypes and assumptions of deficit. Whether because of 
their academic preparation or their genuine interest in reservation life. graduates 
of the American Indian Reservation Project often stay longer than the teacher 
recruits. and Indiana University alumni comprise a disproportionate number of 
Anglo teachers on the reservation. 
The Research Sites 
Arriving on the reservation, every participant in the AIRP must adapt to a 
new environment and unfamiliar conditions. Specific amenities. however. differ 
greatly among various host communities. and each town has distinctive features 
and personalities that make it unique. Reservation placements are made by the 
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AIRP staff with consideration for the appropriate educational training, as well as 
the best match in terms of cultural, social. and recreational opportunity. This 
section describes the two reservation towns in which the research subjects were 
placed. 
Rockville 
Approaching Rockville from the east, where the road is paved and 
straight. a strip mall invites the idea of familiarity. The cluster of businesses. 
anchored by a supermarket. is painted in a wash of southwestern color and 
deSign. The large parking lot is a maze of full-size pickup trucks and shopping 
carts. with Navajo people quietly greeting each other and reservation dogs 
looking for handouts. Reservation dogs are not domesticated. but those in 
Rockville look relatively healthy and well fed. The grocery includes a Wells Fargo 
bank branch. a bakery. and a deli. which does a brisk business in keeping the 
community caffeinated with its fresh brewed coffee. The strip mall also houses a 
pizzeria. car wash. and video store. As a major shopping area. this strip mall has 
become the social center for the community, and the businesses there appear to 
be thriving. The mall itself is evidence of a recent growth in Rockville and a 
move toward continued development of regional services. 
Rockville is located just east of the Hopi Reservation. and the border between 
the two Nations is an ongoing source of dispute. Because of the latest court 
injunctions. a number of Navajo families who had lived along the border have been 
displaced. and many have relocated to Rockville. The population of the town has 
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nearly tripled in just a two-year period, and new construction abounds, with schools. 
tract housing. and public services filling in the landscape. Land was recently 
designated for the construction of a regional hospital. This new facility will offer local 
medical service. a promising development for residents accustomed to driving one 
hour or more to see a doctor. 
The dominant physical feature in the community is a water tower, yet, due to 
a water usage agreement forged between Native leaders and an outside mining 
company, the people of Rockville have endured a serious shortage of potable water. 
The road to the east is paved, but traveling through the Hopi border regions to the 
west and south, Rockville residents drive roads neither the Hopi nor Navajo 
government has yet been willing to pave. 
The community school, where student teachers live. is a new facility. 
conSisting of two dormitories, a cafeteria hall, a classroom building, and a hogan. the 
traditional, hexagonal structure used for ceremonies. Nearby is a new housing 
complex for employees of the community school. With its rows houses painted 
robin's-egg blue, this complex is affectionately known as "Smurf Village." 
My research subjects were both secondary education majors and were 
completing their student teaching at the public school. This landscaped complex is 
also new, with immaculate, one-story buildings painted in a contemporary 
southwestern design. Both the middle and high schools, however, have structural 
faults. The foundations for both schools are too shallow, and the buildings, 
completed in the late 1990s, have already begun to list. 
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The recent growth and development in Rockville belies its rural character and 
relative isolation. The landscape, like much of the rural West, is rocky, dusty, brown, 
and dry. The town sits in a valley below a large mesa, and despite new cellular 
towers, phone service does not extend to many of the residents. Cattle occasionally 
roam in the schoolyard, and local residents take pride in their horsemanship and 
traditional culture. 
Not all of the construction Rockville is new, and some of the older structures 
remain viable and vital in terms of community life. On the main street. long-standing 
businesses include two gas stations, a hardware store, a cafe, and the trading post, 
which functions as a general store. An auto parts store and a cellular phone 
company have also located on the main street. Rockville has both Catholic and 
Protestant churches. The Catholic Church building is a doublewide trailer, but within 
the structure sits a small hogan. The Protestant church building is a cinder block 
construction with several additions and out buildings. The U.S. Post Office and a 
modest chapter house are located on an unpaved road near the community school. 
On a ridge above the town, there is a complex of older, one-story houses, 
each separated by chain link fencing. Yards in this subdivision are comprised of 
brown dirt, and most contain a satellite dish and a pickup truck. Newer homes, 
below the ridge. are landscaped with rock and not fenced. They are aU brown and 
built in a modular style, and many of these homes feature carports and basketball 
hoops. 
The early impressions and experiences of student teachers placed in 
Rockville are shaped in large part by the "one woman welcome wagon" known as 
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Marilyn Roberts. Marilyn began working for the Bureau of Indian Affairs in 1957. 
Her mother, Ruth, frequently hosted students, travelers, and non-Native visitors, and 
Marilyn grew up sharing her home with curious outsiders and developing an 
expanded idea of family life. One Australian woman, Marilyn recalled, had lived with 
them for two years, while another woman, a Ph.D. candidate from Israel, stayed with 
the Roberts family while conducting research on the Navajo-Hopi land dispute. 
Marilyn remembered a vanload of "traveling hippies" who came and learned to 
weave, and she recounted numerous other individuals for their unique gifts or 
unusual habits. Her mother, Ruth, had died in an auto accident just a few years 
before, at the age of 86. and Marilyn enjoys continuing the family tradition of 
welcoming outsiders. She is funny and self-effacing but proud of her family's 
contributions to Rockville and of her role as a "cultural broker." She has generously 
adopted several AIRP participants into her clan. and is thrilled to be known as 
"Grandma" to them. Still, Marilyn is a shrewd judge of character, and she has 
expectations for genuine participation by student teachers in the cultural and 
community life. 
With new dormitory facilities, the convenience of mainstream amenities, a 
significant population of Anglo teachers, and the maintenance of Navajo cultural 
traditions, Rockville is an attractive placement site for participants in the AIRP. 
Cedar Valley 
North of Rockville and across Black Mesa is Cedar Valley, a mid-sized 
Arizona community that has the feel of a reservation border town. Many 
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communities in the center of the Navajo Nation are isolated and have limited tourist 
activity. Cedar Valley, however, is located between the Grand Canyon and 
Monument Valley, and two state highways converge in the town. Tourist traffic has 
led to the development of a Significant service economy, and Cedar Valley has 
become a regional shopping area for Navajo people, as well. Franchise 
establishments dot the highway and ensure a steady influx of imported products, 
news, and culture. Student teachers arriving in Cedar Valley for the semester 
encounter a number of fast food restaurants, gas stations, and chain hotels, some of 
which charge more than one hundred dollars per night for accommodation. 
Cedar Valley boasts a small airplane landing strip, and an occasional prop 
plane sits in the field, although in order to land at this site, someone on the ground 
must first clear any cows from the area. With free-range livestock, fences are few, 
and drivers are responsible for avoiding horses. sheep, and cattle that wander onto 
the highways and into traffic. 
The chapter house sits just off the highway and. as in Rockville, is a 
community gathering place. Another prominent landmark in Cedar Valley is the 
large fieldhouse, used for dances and other social functions. The town's strip mall 
has many of the same stores found in Rockville. and two local restaurants down the 
road serve cafe fare and selections of Mexican and Navajo foods. 
The office for the Women, Infants, and Children (WIC) Program is a small 
building with a prominent sign. The local Catholic Church has recently completed a 
striking, new building, and a number of other churches are also present in the 
community, including the Church of the Latter Day Saints and the Assembly of God. 
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En route to the community school. drivers pass the trading post. health clinic, and 
U.S. Post Office. 
Serving grades one through eight. the community school itself looks faded. A 
series of one-story buildings, built of institutional cinder block, are set on a 
windswept plain of red clay. The academic buildings are peach in color, while the 
dorms and cafeteria are painted a pale blue. The students' academic building 
consists of a long hallway, with classrooms on both sides and a gymnasium at the 
end. The classrooms themselves are carpeted and colorful, but the entire facility is 
a bit dated and worn. 
The public school compound, across the highway from the community school, 
has a dramatically different look. It is. in many ways. a mainstream American 
institution, with contemporary buildings. controlled traffic patterns, manicured athletic 
fields, and classroom trailers. or temporary outbuildings. reflecting the demands of 
growth. Navajo imagery is found in large murals both inside and outside the high 
school, and landscaped greenery serves as both a windbreak and a sharp contrast 
to the surrounding topography. The campus compound includes elementary, middle, 
and high schools, as well as a Navajo/Hopi Community College branch and an 
impressive Navajo Cultural Center. 
With its location near two state highways, Cedar Valley offers easy access to 
numerous sites of cultural and recreational interest, and student teachers 
consistently request placement in its schools. The convenient location also attracts 
a number of international teachers to the public school, so the cultural dynamic in 
Cedar Valley is one of unusual diversity. 
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KATE 

I just love big families. I never had a big family. But when I'm 
around Marilyn, it reminds me ofmy friend's family, and how I just 
would want to hang out al/ day. [Laughs.} My friend, I used to date 
al/ her cousins. I dated three ofher cousins. I thought I could get 
married in or something. I was so attracted to her family.... And 
with Marilyn's family, I love just hanging out over there. I feel like­
yeah, I'm maybe not a member, but they like me enough to let me 
hang out and be around al/ day. I don't know. I'm going to have to 
have a big family. There's something about it. 
Kate was the youngest of three children but described herself as "pretty 
much an only child." Both her siblings had left home by the time she reached 
high school, and it was in those years that her parents divorced. Once she left 
for college, Kate did not have much interaction with her father, sister, or brother. 
She remained close to her mother, but through her years in college, friends 
became a priority in Kate's life, and she continued her social pattems on the 
Navajo Nation. Indeed. much of the time I spent with her on the reservation was 
in the midst of a considerable social circle. 
Good natured and effusive. Kate seemed young for twenty-two. She was, 
in many ways, typical of participants in the American Indian Reservation Project. 
She was, like many others in the Project, a lifelong resident of Indiana, and she 
came from a comfortably middle-class family of educators. Also quite typical of 
her AIRP peers, Kate entered the preparatory phase with limited experience 
outside the American Midwest. She differed from most. however, in that she had 
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previously visited the Navajo Nation, and, with a major in anthropology, Kate 
possessed a competence in cross-cultural study, which sometimes belied the 
limitations of her actual experience. She was also very enthusiastic about travel, 
and after completing the AIRP preparatory year, Kate actually delayed her 
student teaching a full semester in order to participate in an archaeological study 
program in Israel. 
Kate completed the preparatory phase of the American Indian Reservation 
Project in the 1997-1998 school year, my second at Indiana University. Through 
that year. I was one of three Associate Instructors teaching her classes and 
grading her assignments. She was an eager student, voicing ideas in class and 
often stopping by my office to talk about the Project or check out issues of The 
Navajo Nation newspaper. In the fall semester of 1998. while her classmates 
from the preparatory phase were student teaching on the reservation. Kate was 
in Israel, participating with other Indiana University students in an archaeological 
dig. She returned to Bloomington for the spring semester of 1999 and voluntarily 
participated in additional preparatory classes. The material for these classes. 
and for the mandatory Spring Workshop. were mosUy repetitive of her 
experiences the year before, but Kate was anxious to know her new colleagues 
and. as she said, to "get back in the right frame of mind- for going to the 
reservation. It was two full years after she had begun her AIRP preparatory 
work, in August of 1999, that Kate traveled to Arizona to begin her seventeen­
week student teaching assignment. 
60 

AIRP Placement 
Kate was placed in Rockville. Arizona. a small and isolated community in 
the western portion of the Navajo Nation, near the border of the Hopi 
Reservation. Rockville was quite new as a placement site for the American 
Indian Reservation Project. having hosted student teachers for the first time in 
the fall of 1998. Kate and her placement partner, Gwen, lived comfortably in the 
new dormitories built for K-8 students at the community school. Their suite 
apartment included contemporary furnishings and private baths­
accommodations that had already made Rockville a desired placement site for 
participants in the Reservation Project. Kate and Gwen lived on the "big girls' 
wing" of the dormitory but worked closely with students of all ages and both 
genders, providing support to dorm staff after school and in the evenings. 
Though living at the community school. both Kate and Gwen were 
completing their student teaching assignments in Rockville's public school 
system. While I was collecting data for this study, Kate was a student teacher in 
secondary social studies at Rockville High School. Midway through her student 
teaching placement. however. she was offered a salaried position at the 
elementary school. to begin in the spring of 2000. Kate eagerly accepted the 
offer and. after successfully completing her student teaching in December 1999. 
she moved into a Rockville housing community reserved for teachers in the 
public school system. She began teaching at Rockville Elementary School in 
January 2000 and remained there through the 2001-2002 school year. 
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Impressions of Rockville 
Kate had visited the Navajo Nation once before. with a Methodist church 
group during her adolescence. The group provided labor and materials for a 
construction project, as well as religious instruction and children's educational 
programming. Kate had vivid memories of the trip and often mentioned it as a 
significant experience in her life. She remembered the names of the two Navajo 
children who had been her playmates and said she kept a picture taken of the 
three of them. Later, Kate regretted participating in "a mission trip" but not 
traveling to the Navajo Nation. She said, 
As I got older. I realized I was probably converting a bunch of 
people, and now I'm not very happy about that. But still, I had such 
a good feeling being here, and I knew that I liked this place. When 
I came back, it was like [snaps], "I'm right here again." I just love 
being here. 
Pressed to identify what she liked so much about being in Rockville, she decided, 
What I love out here is the way they all get together and talk and 
cook. Everybody's related. I love that. And the best thing is the 
ceremonies. Coming together to participate in something that is 
specific to your culture has to mean a lot. It's hard for me to really 
have a handle on that. I'm always trying to think of something in 
white culture where you connect like that. A wedding, maybe .... 
Kate's childhood was dominated by feelings of isolation and alienation, 
and she longed for a place where she could feel connected and accepted. 
Within days of arriving in Rockville. Kate believed she had found that place. Her 
description of the town was peppered with names of people she knew. and she 
delighted in examples of small-town charm. For Kate, even a trip to the grocery 
store in Rockville was fun. She described the local grocery as the town's "hang­
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out place" and reported that, in her experience, socializing there easily took more 
time than shopping. Kate also loved driving the unpaved roads around Rockville 
and took pride in knowing her friends and family in Indiana could not imagine 
living in such an isolated community or without all the amenities of home. 
For Kate, though, "home" had not been a happy space. In our interviews 
and conversations, she spoke candidly about the "humiliating" family scandal that 
had uprooted her in the midst of high school and ended in her parents' divorce. 
Kate described her father as "a drunk" and her mother as "too weak to leave 
him." Kate herself was "very insecure" and, like many children of an alcoholic 
parent, worried that others would discover the truth about her turbulent home life. 
Kate's father was the superintendent in her school district, and she took pride in 
the fact that he was well known and respected. During her teen years, however, 
Kate's father was forced out of his job amidst rumors of his having an 
extramarital affair. The family subsequently moved to another city, her parents 
divorced. and Kate internalized the scandal, growing angry with her family and 
suspicious of others. She was bitter as she related the story to me, concluding. 
"Sometimes, people just aren't nice." 
Kate's initial impressions of Rockville might thus be understood in 
comparison to her Indiana home life. Though she enjoyed the social aspects of 
her university experience and had become, in my mind. a cheerful and open 
young woman, Kate was clearly thrilled by the opportunity to establish her own 
reputation and identity as she went to work in the Rockville school and 
participated in community life. She explained, "I am pretty insecure at home. 
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Maybe I take offense where I don't need to. But I don't feel that way here, really. 
I like myself out here. Not everyday, but, I mean, I'm happy." Away from home, 
in a place where no one knew the shame and scandal of her family's past, Kate 
was becoming the person she wanted to be. 
A Sense of Community 
Kate was excited about the identity she was creating for herself on the 
reservation. Her confidence did, however, waver at times, and Kate's 
experiences were clearly influenced by how she was feeling about herself at a 
given time. I asked Kate in an interview what "a sense of community" meant to 
her. She immediately began talking about her visit years before to the Navajo 
Nation, when she had come with her church group. She described a place 
where people enjoyed being together-cooking and working, talking and 
laughing. 
"So what, exactly," I asked her, "is 'a sense of community'?" 
Kate told me, "I'm always searching for it, you know?" She thought for a 
moment before continuing, "I guess it's just when people accept me, and I'm 
doing things and helping, and just belonging." 
Kate needed the validation of others, even if she had to compromise her 
judgment or professional duties in order to gain approval. She worked especially 
hard at her relations with students in the dormitory. I watched as she laughed at 
off-color jokes told by the older girls, and as she looked the other way when 
some of the boys propped open an external door to gain access to the girls' wing 
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after hours. She lent music to students with little assurance it would be returned 
and regularly rented videos with her personal money to keep the younger 
children entertained. 
Getting to know the adults in Rockville was more difficult for Kate. After 
three weeks on the reservation, she reflected on her social life in an AIRP report, 
writing, 
I've already gotten close to some of my students, but sometimes 
I'm not comfortable with adults. But that's how I am in white 
society, too. I feel all of a sudden really young, and I can't 
communicate. 
Yet I saw Kate earning the trust of adults in the Rockville community. She 
greeted people everywhere she went. At the gas station, she spoke with the 
people at the next pump, parents of a dormitory student, about the health of a 
family member. At the video store, she consulted strangers about various horror 
movies. Many times I heard her teased by Navajo people about her plan to stay 
in Rockville. asked if she had yet found a Navajo husband. 
Kate seemed to make others feel valued, and she was comfortable 
showing her own affections. Still, she questioned the depth of her social 
connections and was sometimes frustrated by feelings of loneliness. In another 
academic report, halfway through her student teaching, she notes this: 
Although it was not difficult eaming friendships, I often get mixed 
signals on maintaining them. It's hard for me to describe. Some 
days I feel really accepted and liked while others I question if I am 
even wanted around. 
Kate wanted to "belong" in Rockville. She sought the acceptance of Navajo 
people but was acutely aware of her status as an outsider. She often needed the 
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social support of other non-Native teachers but was critical of their lack of 
community involvement. She was making a transition from being a student to 
being, for the first time in her life, a professional. Finding her role was thus 
paramount to Kate. She told me: 
When I think of "community," I think of everybody being a citizen in 
a town. And, you know, what's your role? What do you do? I don't 
know if I'm ever going to really feel like a community member here. 
because...I'm not Navajo. 
Kate clearly will never be Navajo, but she was ceremonially "adopted" into 
a Navajo clan, and this meant a great deal to her. Beginning with the AIRP's first 
Rockville placements the year before. Marilyn Roberts had invited each Indiana 
student teacher to feel at home with her family and had claimed each as a 
member of her own Salt Clan. Kate spent many evenings and weekends in 
Marilyn Roberts' home and reveled in the family life. She moved her television 
and videocassette recorder from her dorm room to Marilyn's house, because the 
family's VCR had broken. She drove forty miles to visit Marilyn's niece, who was 
hospitalized after a severe asthma attack. She enjoyed home cooked meals and 
animated conversation around the dinner table. For Kate, being with Marilyn's . 
family felt "real." 
I spent an evening with Kate in the home of Marilyn Roberts. Nine 
different family members came and went in the house that evening, and Kate 
knew them all. Kate shared Marilyn's pride and her concerns through 
conversations about family matters. She showed me the artwork of Marilyn's 
brother, a painter in Phoenix; and when Marilyn's son came home drunk and 
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emotional. Kate explained that he had been recently divorced and was coping 
with limited visitation hours with his daughter. She cared deeply about the 
welfare of the family and appreciated that they did not shield her from their 
problems. She felt welcomed. saying, "With Marilyn's family, I love just hanging 
out over there. I feel like-yeah, I'm maybe not a member, but they like me 
enough to let me hang around all day." At Marilyn Roberts' house, Kate felt she 
belonged. In this setting, with this family, Kate had a sense of community. 
The Service Learning Project 
As Kate became involved with the family of Marilyn Roberts, she grew to 
understand how the family functioned. Each person. she noticed. had a unique 
role and bore particular responsibilities. Marilyn. for instance, oversaw the 
family's land and kept the sheep, while her brother was in charge of paying bills 
and maintaining correspondence. Everl family member, Kate realized, was 
vital-including the children. In one academic report, she described an outing to 
a nearby coal mine, where she had worked alongside several men and women to 
load coal on a truck while the children played and performed supportive tasks. 
She wrote. 
Hauling coal and lumber can be a strenuous and monotonous job. 

I doubt I would have had fun performing such an activity at home. 

In fact I have a feeling if I were at home, my dad, uncle and brother 

would have probably gone off to perform the task on their own. But 

here it became a family outing. My dad would never have allowed 

all of us to go. He would have felt the kids would get in the way. 
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While her family worked and played at the coal mine that day t Marilyn Roberts 
had stayed home to cook for them. Kate described the meal that followed as "the 
best I have ever eaten"; every person there, she felt, was truly being valued. 
For Kate, Marilyn Roberts was more than an adopted "grandmother." 
Marilyn introduced her around the community, invited her to participate in cultural 
events, and interpreted for her the meaning of what she encountered. In 
providing Kate with such access and offering her guidance, Marilyn served as a 
"cultural broker." Kate credited Marilyn with much of her social success, writing, 
"Because of my grandma, I have been able to sheep herd, cook. attend squaw 
dances, weave and basically be involved in the community." 
Eventually, however, Kate realized she could and should stand on her 
own in the Rockville community. In the following account, she related how she 
learned to interact with Navajo people without help from Marilyn. Kate attended 
a squaw dance with Marilyn and her granddaughter but soon found she was on 
her own in a situation she had not anticipated. She wrote, 
The best comparison I can give to what I saw when we first arrived 
at the ceremony is that it, in an odd sort of way, reminded me of 
pitch-in dinners at horne. Except at home pitch-ins usually consist 
of those bringing already prepared food. It was not the same here; 
everyone brought flour, baking powder, squash, watermelon, bags 
of potatoes. pop and candy. Also, serving was not left up to the 
host or hostess. Everyone cooked their own food and separate 
families gathered to eat whenever someone in their family finished 
cooking. Meals were eaten sporadically throughout the day and no 
one ate at the same time. 
I immediately felt uncomfortable when I arrived at the gathering. I 
didn't bring anything. You know how you're always supposed to 
bring something? I didn't bring anything, because I didn't know 
what I was doing. 
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Marilyn quickly disappeared into the crowd, and Tabitha, Marilyn's young 
granddaughter, refused to leave the truck. After growing weary of sitting with 
Tabitha. Kate decided to venture out and find something to eat. In an interview. 
she described what happened next: 
This woman just started ordering me around. "Kate. would you 
pour me some coffee? Kate. will get some more mush?" And I 
was just like, "What?" You know. at home. when you have a 
guest.. .. It's so different here. And I was kind of just, "Huh?" At 
first I was kind of mad. Because I was like. "Why are you ordering 
me around?" I didn't even know her. She was in a wheelchair, but 
I didn't like being ordered. 
She was telling me where to put all the food, to organize it. 
Because everyone was bringing tons of food. But I made salad. I 
cleaned dishes. And then I ended up helping this one man make 
an addItion to the hut. We built a whole. entire addition, so we 
could put all the food in. I ended up doing all that. 
Throughout the day, Kate was included in the tasks being done to support the 
Squaw Dance. She caught occasional glimpses of Marilyn, who was busy with 
her own work, but Kate was surrounded by strangers and asked to do things she 
had never done. She told me about her reaction to these new challenges, 
saying: 
At first I didn't understand. And then I felt scared. I was asked to 
make salad, but it's not like at home •... And. anyway. I'm not some 
cook! So I'm just trying to do it. I felt very awkward, espeCially 
when I was helping with the hut. I didn't know what I was doing. 
He would hammer, and I'd hammer, or whatever. 
But throughout the day. I just felt really proud of myself. More and 
more people started talking to me. One Navajo guy, we were in the 
midst of building the hut, and he ordered me to come over and 
butcher his sheep! [Laughs.] He was joking. But I watched him 
butcher a sheep. and he ended up talking to me a lot. I couldn't eat 
the rest of the day, but it was fun. 
ConcJuding her service learning report. Kate wrote, 
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By the end of the day, I was amazed at how pleased and interested 
others were in me. It's like, 'Wow, they really cared about me 
enough to order me around." You know, to want me to be a part of 
it. I felt better than I would have if they had just said. "Here, here's 
your food." I felt more belonging there than any other time, 
because I helped out so much. 
Evaluating the Service Learning Project 
It seems significant that Kate chose as her service leaming project the first 
experience she had in the community apart from Marilyn Roberts. Her feelings of 
cultural competence grew as she contributed to the dynamic of a larger 
communal effort. Still, Kate judged her success with the approval of Marilyn 
Roberts firmly in mind. She wrote, 
It was two days later at the dorm when I realized how pleased 
Marilyn was with me. We were sitting with other dorm aides when 
Marilyn explained to everyone how I helped. She wanted to tell 
others and that made me feel good. I helped, and I got something 
in return, too. I received praise from the greatest lady I have ever 
known. 
As someone who relied on the approval of others, Kate liked the positive 
feedback she got in response to her service work. Perhaps more subtle, 
however, was the sense of self worth Kate found in helping others. She 
acknowledged this when she reflected on her the church-sponsored trip she had 
made to the Navajo Nation years eartier. She told me, 'When I was out here last 
time, it was all for the wrong reasons, but that was an intense two weeks. I really 
felt like I was doing something, and I loved it." 
In many ways, Kate seemed likely to develop ideas about her self and 
Navajo people built on a model of cultural deficit. She grew up in a family of 
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educators and. throughout her life, she had valued the teaching profession for its 
service to others. The American Indian Reservation Project was especially 
appealing to Kate for its component of community involvement. and she called 
her service learning project "a highlight" of her time in Rockville. Yet she did not 
conceptualize herself as an expert. or as a savior. Kate did like to feel vital, but 
on the reservation, she was careful to clarify, she did not feel needed. She 
stressed to me that she harbored no illusions of her own importance in the 
Rockville community and felt her contributions were in no way equal to those she 
received from Navajo people. She said. 
I still don't think of [the AIRP] like the Peace Corps or anything. 
where I'm making a difference. I like to feel good that way, but 
that's not what brought me here. It was more just wanting to know 
and learn. 
You know, I guess I'm helping, but I really don't ever feel like I've 
been giving as much as I've been receiving. I really don't. I don't 
feel like I'm doing that much. You go down to tutoring, and you get 
a student here and there, but then half the time, we're just talking to 
them, or they don't show up. And we tried to do this creative writing 
program, but things never go through as much as you want. You 
get an idea, but it never goes through as much as you wanted it to. 
I don't know .... I do what I can. I'm always there, I guess. But "m 
always screwing something up, or they always do something more 
back. 
In a new place and moving tentatively into adulthood. Kate often felt 
awkward and incompetent. She thus approached her service through a role in 
which she felt comfortable-as a student. Kate positioned herself to learn about 
Navajo cultures and lifestyles by working alongside Navajo people. showing them 
respect and asking them questions. She found that "people are proud to explain. 
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The more I ask about their culture the more exciting it is for them to share their 
history and culture." It was as a student that Kate immersed herself in the 
Rockville community and into Navajo culture. 
Cultural Immersion 
Positioning herself as learner provided Kate with a clear role in her social 
interactions. and she found her interest was appreciated. She affirmed, "I get 
invited to things all the time, because people know I'm here to learn about the 
culture. I make that clear." She worked to increase her vocabulary of Navajo 
words and loved the structure AIRP assignments gave her to think about her 
experiences. Kate could compare herself to other non-Native teachers in 
Rockville and evaluate her own cultural immersion as having more depth. She 
explained to me: 
I told the white teachers that. . .1 came here for the culture. That's 
what bugs me with the white teachers. They live a whole other life 
over [in the teacher housing unit]. It's separate. I guess I feel more 
a part of it because I'm involved here [in the dorm]. But it's 
amazing how much the teachers do not know. They don't know 
anything. And they've been here four years or whatever. "U say 
something about a Blessing Way or something. and they'll be, like, 
"What?" And I've been out here-what?-three weeks, four weeks. 
It's crazy. And they'll ask me what words are. Basic words. And 
it's not like I know any words. really. But I'll say, "What? You can't 
catch those?" 
A background in cultural anthropology and a year of AIRP preparatory 
study gave Kate tools for making sense of her reservation experiences. Her 
placement partner and the Project staff also offered support and perspective. 
Yet the success of Kate's cultural immersion depended more than any other 
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factor on the attitude she brought to her social interactions. She acknowledged 
this point in an interview, saying, "I think what has made me successful is, I'm 
just outgoing, and I just like to hang out. Just hang out and talk. I don't really 
realize it, but maybe I should give myself credit. I'm very good at getting along 
with people." Living in the dormitory and having a "grandmother" gave Kate 
opportunities to be immersed in the lives of those in the Rockville community, but 
it was Kate who knew how to turn those opportunities into deeper cultural 
experiences. 
Limitations of Immersion 
It was because of her positive experience with cultural immersion that I 
chose Kate as a case study. Yet I was also interested in the limitations she 
perceived in her immersion. Asked about this, she again referred to the weekend 
of the Squaw Dance. She related: 
I went down to the hogan. Marilyn was telling the kids to go down 
there, because they were serving the food. but one of Marilyn's 
friends told me not to go down, because a lot of times, you know. 
the Enemy Way ceremony has to do with white interactions. you 
know, that they're trying to rid themselves of. And I would basically 
jinx it. So a lot of more traditional Navajos might not want me at the 
ceremony. 
All of a sudden, I wanted to not be there. In no way was it Marilyn 
or anybody that made me feel uncomfortable. But I was creating 
things in my head. "Oh. are they looking at me funny?" I just all of 
a sudden felt really. really awkward. And the more I thought about 
it. the more I didn't want to be there. 
Kate felt welcomed throughout most of the Squaw Dance weekend, but she was 
frustrated that her newfound confidence and breakthrough participation could not 
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negate her identity as an outsider. She understood the dynamics but could not 
comfortably negotiate them. Kate summarized her frustration by saying this: 
It sucks being white. I really want to be able to be involved in some 
of these ceremonies. But then at the same time, I don't want to be 
gawking. You're in awe of their culture, but it's not something to 
just look at. You're wanting to be a part of it, but you can never 
really truly be a part of it. 
Kate needed the support of her peers through her more uncomfortable 
moments with cultural immersion. She benefited from the experience of her 
placement partner, an African American five years her senior, who could 
empathize but helped Kate maintain a positive perspective. Near the end of the 
semester, Kate reflected in an AIRP report that, 
Being the minority is hard. I have definitely felt some negative 
vibes. I am not always wanted. Keeping that in mind I still wouldn't 
change the pain for anything. Everyone. at least once in their 
lifetime, must feel the insecurity of being an outsider. It will only 
help you to be that much stronger and more culturally aware. 
Kate continued to resent the social and historical structures that kept her from 
complete immersion in Navajo cultural life, but on a more personal level, she 
found a challenge she could embrace. Though her confidence wavered, Kate 
opted to learn from the discomfort of one who does not "belong." 
Looking to the Future 
Through the collection of my data, Kate was a student teacher, supported 
by the structures of the American Indian Reservation Project and working within 
a finite timeframe. She had, however, decided to stay in Rockville, moving from 
"student teacher" to "teacher" and making a commitment of indefinite time to 
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being a member of the community. Kate described this transition as "scary." 
She recognized, for instance, the effort it would take to maintain her reputation 
and perspective as a learner. Talking with her AIRP colleagues, she confessed: 
Now that I'm staying, I feel I have all the time in the world. I don't 
know if I've been homesick, but I've been hanging out with white 
teachers. I want to know them. They're going to be my neighbors, 
and I like a lot of them. But it brings me down. It's not that I 
haven't done cultural things, but I'm not as excited as I was at first. 
Now, I get more like, "Oh, it's going to take all day." 
Kate worried that, alone, she might not be disciplined in her cultural immersion. She 
was glad two new student teachers would be arriving in the new semester from 
Indiana and felt they would bring the fresh energy she might need. 
The opportunity to continue learning was, in fact, an important part of Kate's 
decision to stay in Rockville. Being a learner allowed Kate to understand herself in 
relation to others and to recognize her personal growth. 
She told me, 
I love it here. I like the kids out here better [than those at home}, 
because I can learn so much from them. There's that mystery 
between the two of us. If I was at home teaching, it would just be a 
rut. I'd be Single and alone. But here, I've got the white teachers. I 
have Marilyn and her big family. I have community. I don't feel 
alone. 
The dynamic of learning was a source of both security and joy for Kate. Because 
she was new to the Navajo Nation, she could forgive her own shortcomings and 
mistakes. At the same time, Kate, who was prone to self-doubt. found that learning 
gave her a strong sense of purpose. In new environs. she could experiment with 
lifestyle choices and explore cultural values different from those of her youth. 
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Through cultural immersion, then. Kate could at last be understood as the person 
she was working to become. 
Discussion 
AIRP participants bring distinct histories and expectations to the cultural 
immersion experience, and, through student teaching, they work toward broad 
goals of classroom leadership and efficacy in cross-cultural arenas. Their 
partiCipation in the AIRP might thus be understood as a process of negotiating 
the values of their home worlds with those of institutional public life. In their 
families, and with others who are part of their home lives, Project participants 
functioned with shared values and particular traditions. In the educational 
profession, and in other large-scale public spheres. those same individuals will 
assume civic roles and operate with an established set of rules. In between 
these spaces, however. are what folklorist Jay Mechling (1997) calls "mediating 
structures." Mechling conceptualizes the negotiation between private worlds and 
public spheres as a process of experiment. with tentative rituals and malleable 
cultures. taking place within the structures of mid·level organizations and 
affiliations. He suggests, for instance. that many middle.class Americans first 
confront pluralism and first partiCipate as citizens in a liberal democracy when 
they enroll in a college or university. Likewise, through affiliation with gangs, the 
Girl Scouts, and youth soccer teams. individuals can work to mediate and 
articulate their public lives. In the case of the American Indian Reservation 
Project. cultural immersion is itself a mediating structure. The life stories of 
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Project participants are significant in identifying the values with which they 
function at home, while their chosen profession of education evokes a range of 
ideologies and procedural expectations. Student teaching in a setting of cultural 
immersion allows participants to explore elements of paradox in a pluralistic 
society and to forge new public and professional identities as young adults. 
Kate was motivated to learn about Navajo traditions and to be included in 
reservation community life, and she was exhilarated at the feeling that she had 
grown beyond her limited life experiences. Yet she treated adulthood as a 
remote and nebulous concept, and she was not yet ready to take responsibility 
for challenging her students in the classroom or guiding them in their decision 
making outside of school. Kate's experience of cultural immersion was also 
somewhat underdeveloped and unidimensional. She embraced new information 
about Navajo culture but was preoccupied by an egocentric desire for 
acceptance. In other words, Kate was not able to problematize the multiple 
layers of cultural texts in an immersion experience. Her personal interests and 
social needs were, instead, the dominant facets of Kate's cultural inquiry. 
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CHAPTER FIVE 

GWEN 

I don" need a detailed explanation of what happened to 
recognize injustices, because ofmy own examples and 
experiences, what my parents have told me about and 
everything. If you experience something, you'i'e more able 
to recognize. If you've seen ugly, you know what ugly looks 
like. What it tastes like, smells like. You know what I'm 
saying? You can spot ugly a mile away. 
With her youthful appearance and tendency to giggle, Gwen was often 
mistaken for a high school student. Yet she was unusually mature for an AIRP 
participant. Twenty-seven years old and pursuing a double master's degree at 
the university's urban campus, Gwen said what she thought and knew what she 
wanted. She felt comfortable, for instance, criticizing aspects of the American 
Indian Reservation Project and could, from her first day in the project, clearly 
state her objectives in participating. My first contact with Gwen, in September 
1998, was via telephone. She called to inquire about the program, and I 
explained that the deadline for signing up had already passed. Gwen responded 
by saying she had just that day learned about the program, and she assured me 
she could and would do whatever was necessary to catch up with other project 
participants. I transferred her call to the Project Director, who was eventually 
convinced to admit Gwen to the AIRP. The very next day, Gwen drove to 
Bloomington. met with the staff, and collected all the project materials. She was 
determined to be a part of the program. 
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Gwen grew up in Louisiana and Ohio, attended college on the East coast, 
and then worked for several years in upstate New York. An African American. 
Gwen planned to teach in an urban school after graduation and was motivated to 
serve minority students. She expected she would someday have American 
Indian students in her classes, and she wanted to prepare herself to teach them 
well. 
Gwen recognized how limited was her knowledge of American Indians. 
She told two Navajo women while I was with her that, before joining the AIRP, "I 
guess I had seen the word 'Navajo,' but I didn't know what it was. I didn't know 
there were even one hundred Indians living in the U.S. The only thing we 
learned in school was the Trail of Tears, and that was ancient." She noted that 
her "historically black college" had actually been founded for free blacks and 
Indians, but, she said, "There are no Indians there now. I didn't even wonder 
why not." She also related her first encounter with someone she recognized as 
an American Indian. She had attended a conference for minorities in science, 
and she remembered, "The last day, this guy-he had long. black hair-stood up 
in the very back and said, 'I haven't heard anything about Indians.' We were all 
shocked. We didn't even know he was there. Anytime I attend a conference and 
there is an Indian speaker. the person is white. Lots of people claim ancestry. 
but this was the first time I saw an Indian." 
Gwen's reasons for participating in the project. then, were based on her 
professional concems. She told me, 
I guess it's my interest in having "stuff" to my talk. I know 
and I feel a lot of the things, but I haven't had a lot of 
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concrete examples or experiences. I desire to have my own 
examples of things that go on or have gone on. It's my 
desire to have that personal experience, that actual 
experience. Because it's so important to me, as an 
educator, to relate to children that they need to know who 
they are and where they came from, in order to help them 
succeed. 
Gwen traveled a considerable distance in order to complete her student teaching 
on the Navajo Reservation, but even before she left home, she had a strong idea 
of where her experience would lead. 
AIRP Placement 
Gwen was a placement partner to Kate in the Rockville school district. 
They volunteered their services to the dormitory program at Rockville's 
community school, in exchange for accommodation and meals. For seventeen 
weeks, Gwen and Kate shared a suite-style apartment in the dorm and spent 
their evenings assisting with tutoring and enrichment activities for the K-8 
students who lived there. 
Like Kate, Gwen was a student teacher in the public school system. She 
began the semester teaching science at Rockville Middle School, where she was 
under the tutelage of a Navajo woman, and completed her certification 
requirements by teaching biology and chemistry at Rockville High School, 
supervised by a non-Native woman who had been recruited to Rockville from the 
Midwestern United States. Gwen evaluated her middle school experience as 
"very educational." as she modeled the style of her supervising teacher in 
designing culturally relevant classes and communicating with her Navajo 
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students. Her second placement. in the high school, was less rewarding, as 
Gwen was frustrated by the bureaucracy of Arizona's state curriculum standards 
and struggled to find consistent support among the school faculty. 
For Gwen, seventeen weeks away from her family and boyfriend in 
Indiana was a difficult professional sacrifice. Her experience in Rockville. though 
generally positive, sometimes revealed her ambivalence about being there. 
ImpreSSions of Rockville 
Asked to describe Rockville for the benefit of someone who had never 
been to the reservation, Gwen began by listing the businesses. She suggested 
that economic opportunity was a gauge for the town's vitality, while employment 
was an important source of hope on a reservation where 75% of the adult 
population was out of work. Gwen also talked about the tremendous growth in 
the Rockville area. acknowledging the strain it had put on issues of land 
ownership and marveling that there was not more threat of crime. She laughed 
as she told me, "I haven't heard of any crime happening. Someone hit a sheep 
once, five sheep actually. right nearby. They didn't know who did it. It was a 
pretty big deal; they blocked off the road and everything. It was the middle of the 
night." 
Gwen's early adaptations to Rockville were largely based on her phYSical 
surroundings. She talked about her first days on the reservation, saying, "The 
dirt roads were a big shock to me. I guess I'd never been on one before." Still, 
she looked for connections she could make to her own experiences. She noted 
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the distances between Rockville and other communities, the amenities that were 
and were not available, and the fact of being the only African American in the 
area, but she stressed. "Really, this place reminds me of small towns that I grew 
up in while in Louisiana. I don't see 'shanty'; I just see rural." 
Gwen's observations in the professional arena were sharp and critical. 
"The reservation schools," she told me, "remind me of inner city. urban. public 
schools." Gwen had little patience for those white teachers who had been 
recruited to Rockville without experience in cultural diversity and who drove to 
Flagstaff every weekend to surround themselves with familiar trappings. She 
had even less regard for the Navajo administrators who. by cheating or neglect. 
were not strong advocates for their students. She saw endemic problems. as 
students were expected to fail and then blamed when they did. 
In contrast to the unbridled enthusiasm of her placement partner. Gwen 
spoke in measured tones about her temporary home. She summarized, 
"Rockville is a nice place. The people in the community are pretty warm. and it 
doesn't take long, generally, to fit in." 
A Sense of Community 
Though she could "fit in" with Navajo people in Rockville, Gwen continued 
to depend on the family and friends who had comprised her support system back 
at home. She phoned her boyfriend daily and arranged to meet him twice during 
her student teaching placement. Rockville's school calendar included a two· 
week intercession holiday, during which Gwen drove nearty five thousand miles 
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round trip to Indiana. And while Kate decided to stay in Rockville and accept a 
paid teaching position. Gwen was certain her time on the reservation would be 
limited to the seventeen weeks in the AIRP contract. "I have to be nearer to my 
own family and culture," she told me firmly. 
"Community" was a concept familiar and important to Gwen. She 
described her own sense of community this way: 
I definitely always had a sense of family community. but I 
first got the real community feeling when I went to college. I 
went to a historically black college. There was a lot of "we" 
talk, and a lot of focus on doing things for our community, 
and bringing the things that we have back to our community_ 
You know, if we gained knowledge or education or some 
kind of wealth, to tum that over and use it to help the rest of 
our community. Because we have, you know, a lot of 
neglected and impoverished people, and if the community 
doesn't help, then no one's going to help. So to me a 
community is a survival necessity. 
Having a sense of community means looking out for your 
neighbor. taking responsibility for those in your community. 
It's important. It's important that you remember this in your 
everyday actions. There are always people that are out to 
do something to other people. And if you aren't helping and 
looking out for other people. you know, your community 
could be destroyed. [Long pause.] 
Community .. .it's where you belong. you know? 
I found this last statement very interesting. Kate had talked about "belonging, to 
which for her seemed to mean an internal feeling of being accepted. Gwen, 
however. described "where you belong"; for her, there seemed to be some 
external standard by which this could be measured. 
I asked Gwen to clarify her ideas about a person's sense of belonging. 
She gave this oral account: 
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When you have people who have the same beliefs. then that 
makes for a more peaceful and productive, happy 
community. It's important for those people in that community 
to have that commonality. 
You'll find a school is in chaos if the principal believes the 

students should be quiet in the hall, and the teachers don't. 

Therefore, the principal is going around saying, "Shh. be 

quiet," in the hall, and the teachers don't care, and so then 

the students won't know what the community beliefs are. 

Some will be quiet, some won't. and then you'll have total 

chaos, because everyone doesn't believe the same thing, 

they're not of the same beliefs. 

And the same thing happens with communities that get 

interjected with people of different belief systems. It's 

exactly what's going on, on the reservation. You have all 

these churches and things coming in with these different 

beliefs. 

Gwen's concern was timely. As I stayed with her and Kate in Rockville, 
there was a heated controversy in the community over the teaching of religious 
doctrine. The community school's dorm staff had scheduled, among its optional 
enrichment programming, a weekly Navajo culture class. The school had 
recently constructed a ceremonial hogan on campus, and the dorm students 
were invited to participate in cultural ceremonies. The controversy began when 
some parents argued that the culture classes were steeped in both traditional 
beliefs and Native American Church doctrine. These parents complained that 
their own, Christian perspectives should have equal representation in the dorm's 
educational programming. Embattled dorm staff cancelled the culture classes in 
the wake of the controversy, but they were surprised to find themselves fighting 
for their jobs. Their opponents called for the staff to resign or be fired, and 
emergency community meetings were held at the Rockville Chapter House to 
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resolve the issue. For three consecutive nights, meetings dragged on past 
midnight, as concerned parents and citizens registered their thoughts on the 
teaching of Navajo culture. 
Gwen was troubled by this community controversy. She was angry that 
cultural maintenance was being threatened and concerned that her friends on the 
dormitory staff were in the midst of the unfolding drama. She sought daily 
updates on the Chapter House meetings and saw firsthand the political nature of 
public life. As she saw cuftural unity break down and divisive rhetoric reign, 
Gwen understood Rockville in new ways. For Gwen, gaining a sense of 
community required a dynamic of real consequences and genuine emotion. 
The Service Learning Project 
Gwen devoted most of her time in Rockville to her student teaching. She 
worked hard at lesson plans and consulted numerous sources to sup~lement the 
state-adopted textbooks she was required to use. Beyond teaching, Gwen's 
social circle was relatively small. but the friendships she developed had depth 
and stability. She befriended at least three Navajo women who were raising 
children on their own, and though she was reticent to discuss the relationships, it 
seemed clear that each of the women had earned Gwen's respect-something I 
know can be difficult to do. 
Gwen also valued the mentoring of Marilyn Roberts, the longtime Bureau 
of Indian Affairs employee who had opened her home to the Indiana student 
teachers. Though she spent less time with Marilyn than did her placement 
• 
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partner, Gwen treated Marilyn with great deference and kindness. I watched 
them interact on several occasions and was impressed with Gwen's gentle 
manner and her careful attention to everything Marilyn said. Marilyn, in tum, 
seemed to appreciate Gwen's low-key personal style and efficient contributions 
to her daily life. As Gwen approached the project requirement for a service 
learning assignment. it seemed natural to me that she would choose some 
aspect of her work with Marilyn Roberts. She introduced her report by writing 
this: 
I chose this project initially because of the immediate need I 
have seen for my help. Since I've been here, Mrs. Roberts 
has had a quite unreliable sheepherder working for her .... 
Tommy, unfortunately, suffers from alcoholism. Because of 
his "payday-drunkenness" as I call it, he sometimes loses 
the sheep. Or. sometimes he will let the sheep out of their 
corral and then wander off into the city. 
Gwen plainly recognized that Tommy's alcoholism kept him from doing his job 
well. She commented on this, however, only to clarify her understanding of 
Marilyn's situation. She did not generalize about "payday drunkenness" or 
suggest in any way that Tommy should not be allowed to keep his job. Indeed, 
Gwen balanced her analysis of the need she had identified for help with a 
description of what attracted her to sheep herding. 
She wrote, 

This project fell right into my personality. I am a peaceful 

person, and sheep-herding is a peaceful activity. I have 

come to love the peacefulness of the hills and the bushy 

grass of the land that the sheep graze on. While walking 

with the sheep and the dogs, I found sheep-herding to be 

internally calming. 
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The balance of what was needed and what Gwen liked to do was significant to 
this project. In my observations through the three semesters of our relationship, 
Gwen gave a great deal of herself to select people and situations and expended 
little effort on the rest. When Gwen was motivated, she committed herself to 
ensuring that mutuality was valued and shared interests were met. In sheep 
herding for Marilyn Roberts, Gwen made this commitment. 
Despite both the need she met and the affinity she found in sheep 
herding. however, Gwen complained to me and to the AIRP staff about the 
service learning assignment. She told me, 
I have to tell you my opinion of the service learning project. I feel 
that if you are going to do something for someone, then you are 
going to do something for them, in the middle of the night, early in 
the morning on November 5th , on September 2nd• SO, for me, with 
my character and personality, to actually plan a service learning 
project was kind of absurd. Because I do things. 
The things that I've done, I guess you could say. were my attempt 
to fulfill a sense of world community, where people help people 
because they're people. Not because I'm trying to be a Navajo, 
and wear a skirt and shirt and sit in a hogan. 
The work she did for Marilyn had value to Gwen. but. as she made clear. being 
asked to reflect on the meaning of this work seemed only an affront. Her written 
report was superficial and defiant, when it might have been a powerful statement 
on what matters in our daily. social lives. 
Evaluating the Service Leaming Project 
Gwen talked with me about the service learning project report she had 
submitted to the AIRP staff. She acknowledged that she had not put much work 
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into the paper, explaining that she did not like the parameters of the assignment. 
She told me, 
I chose sheep herding as my service learning project, just 
because the university wanted four pages, and I had done 
that the most. so it would take up four pages. But I did what 
I did because someone asked me to, someone needed me 
to do that. Because personally I feel like I should be entitled 
to write about washing dishes for someone who has been 
working all day, even if it only takes me twenty minutes. 
For Gwen, it seemed unnatural and potentially insulting to members of the host 
culture for her to identify and plan a service project. I pointed out to her that the 
assignment did not require her to initiate her own project; she could have 
volunteered her services with an existing group. In this way, she might have 
learned more about the community needs being identified by the Navajo people 
living there, as well as about how they work together for their community and the 
resources available to them. Gwen understood this but favored service which 
was personal and more immediately responsive. She took pride in knowing that 
she was observant and wanted her Navajo friends to see her as different from 
other well-meaning visitors on the reservation. The service Gwen wanted to 
discuss was more situational than institutional and more related to interpersonal 
connectedness than to taking on a formal social role. 
Despite her resistance to the assignment, however, Gwen did support the 
idea of a curriculum based on service. She felt that service was "a very 
important tool" for learning, telling me, 
It's the way that we move on, the way we survive, by doing 

things for other people. I think, as you go through these 

experiences, you know, you learn about yourself. about the 

way things work. You leam about the way people work. 
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You learn about how you know what is needed, what is 

going on, so that you can possibly do more or figure out 

some solution. 

Indeed, Gwen said. she had "Ieamed a lot" from her work herding sheep • 
. .. a lot about the people that I helped to do it. I have leamed 

that it can be stressful owning and taking care of sheep. 

Mrs. Roberts has a full-time job working at the school. in 

addition to taking care of her family property and sheep [and] 

keeping up with the whereabouts of her sheepherder. 

Gwen was interested to leam how much work was involved in keeping sheep. 
Only after herding the sheep on several occasions could she measure the 
investment of time and energy in relation to the retum. Much like parenting, she 
decided, tending livestock taxed one's mental and emotional energy while offering 
mostly intrinsic reward. Keeping sheep was, for Marilyn, a commitment to cultural 
tradition and a respected role in her family structure. Gwen related this: 
Mrs. Roberts informed me that last year, the traders were 

offering twenty-five cents a pound for wool, and this year 

they were only offering ten cents a pound. It's a big 

responsibility for a very small gain. It seems like for all that 

time, and the stress that it causes, is almost purely for her 

sense of responsibility and tradition, not for anything 

material. Because she doesn't get anything. 

After tending the livestock on several occasions and witnessing the commitment 
required for their care, Gwen possessed the knowledge of firsthand experience she 
had so coveted. Though she was irritated by some aspects of the AIRP service 
requirement, Gwen did conclude her report by writing, ·Show me a sheep and I'll 
teach you a lesson about responsibility, Navajo dUty." 
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Cultural Immersion 
I chose Gwen to be a case in my study partly because her community 
participation differed so markedly from Kate's. While Kate was clearty active, 
throwing herself into various tasks and seeking social invitations, Gwen was 
cautious about her commitments. In her own way, however, Gwen developed 
substantive relationships with trusted contacts. She gathered information and 
then engaged in conversations with Navajo people about what she had learned. 
She got reactions from friends on the imprisonment of former Navajo Nation 
President Peter McDonald and sought feedback from parents. students. and 
elders on the relevance of the science curriculum to reservation life. In her first 
week on the reservation, she was invited to the home of a Navajo family, and she 
wrote in an AIRP report that she had asked them if they were offended by the 
use of American Indian images for sports mascots in mainstream U.S. culture. 
Gwen's participation in the Rockville community. then, was based on her desire 
to understand the lives of its people as dynamic and real. 
Gwen worked to understand social issues as complex and historical. She 
was matter-of-fact about the use of alcohol on the reservation but did not 
condemn alcoholics or sensationalize the problem. In one AIRP report midway 
through the semester, she tried to work out her feelings about the issue. "It is an 
unfortunate social phenomenon that I feel will take enormous amounts of time 
and money to remedy." This was a realistic assessment; Gwen knew there could 
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be no singular solution to a problem with multiple roots. Yet she hoped for "a 
resurgence" in the community which might reach its members in need. 
Evidence of disenfranchisement on the reservation only strengthened 
Gwen's focus on where it was she felt she belonged. In an AIRP report well into 
the semester. Gwen wrote, '" find comfort in my own culture and I cling to my 
own traditions. You are your ancestors. And if you know who your ancestors are 
and what they have done, you can feel so fully proud. You can feel so fully able 
to continue." Once again, Gwen's words seemed carefully chosen, and once 
again, she aroused my curiosity. What did she mean when she described 
someone as "able to continue"? Was this a reference to the traditions set forth 
by a person's ancestors, or did she mean to suggest that continuing with the very 
act of living required for Gwen the knowledge of family support? "Yes," she told 
me. "It's both of those." 
Limitations of Immersion 
Secure in the support of her friends and family at home, and adamant 
that one's own ancestry is paramount, Gwen was skeptical about cultural 
immersion. She qualified her participation in the American Indian Reservation 
Program, asserting. "I am not trying to immerse myself. I wanted to learn about 
their community on a personal level, on a closer level." American Indians have 
endured centuries of cultural assimilation and exploitation, and Gwen made 
reference to this history, adding, '" think their culture has been immersed in 
enough." 
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Through her own interactions in the community and participation in cultural 
events, Gwen was respectful and cautious. '" take ceremonies seriously." she 
wrote in a project report one month into her placement. "It seems exciting to be 
invited and my placement partner acts like we are going to a rock concert-but to 
me, I feel it is an intrusion, an invasion of a ritual." She told me she thought of 
Navajo ceremonies in the same way she thought of church services at home in 
Indiana. Visitors were welcome for worship and fellowship, she allowed, but the 
service should never be reduced to a spectacle. 
At the invitation of Marilyn Roberts, Gwen did attend an Enemy Way 
Ceremony. She described the experience as "slightly uncomfortable." Even 
though she had been personally invited by Marilyn, Gwen did not want to assume 
that Marilyn's perspective was representative of those in attendance. She was 
sensitive to the dynamics of public events, even as response to her participation 
was generally favorable. Gwen told me, 
I have not felt any barriers. I think it's mostly because I have 

not tried to become one of the community, per se. I help 

where I'm presented with the need, and if I am asked to be a 

part of their traditional event. that's when I will attend such an 

event. I haven't gone to anything I wasn't specifically invited 

to. The only barrier, I would say, would be an intemal one, 

because I have such a strong personal sense of community 

that it doesn't always feel right to be in the midst of someone 

else's, you know, "thing.· 

Gwen could analyze her cultural immersion more objectively than could 
her placement partner. While Gwen had a realistic picture of American Indian life 
and a strong sense of her self and her own culture, Kate sometimes romanticized 
the Navajo Nation and was not certain what she valued in her own life. In their 
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dormitory one evening, Gwen was explaining to me her contempt for cultural 
"wannabe's," or those whose primary motivation for immersing themselves in 
American Indian life is personal fulfillment. She said pointedly. 
I don't like for people to go searching for some community. 

If you and your friend want to establish a community, that's 

fine, but the ones that go and interject themselves in another 

community. I don't like that. I came to leam a little bit about 

their community but not become one of them. 

Kate, sitting across the room and listening to this admonishment. must have felt 
herself to be the target of Gwen's ire. "Yeah, that's true about me sometimes," 
she admitted. Gwen nodded and gave careful thought to her next words. She 
was speaking to both of us as she elaborated. saying: 
But for people who want to immerse, you have to understand that 
community, and what makes up that community. Because you 
might not belong there. If you understand it, and you believe what 
they believe, then quite possibly, you could immerse yourself into 
that culture. But if you don't understand the community, you can't 
immerse yourself into their culture. You shouldn't try. 
Having made her position clear, Gwen shrugged, '" don't know what they mean 
by cultural immersion, anyway." She laughed and then changed the subject. For 
Gwen. the parameters of cultural immersion were set before she had ever left 
home. 
Looking to the Future 
Midway through her seventeen-week experience, Gwen was satisfied that 
her goals for the program were being met. She had wanted to understand 
American Indian life so that she might someday be an effective teacher for Native 
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students in her urban classrooms. She valued first-hand knowledge of social 
issues, particularly as they pertained to curriculum and schooling. Once on the 
reservation, Gwen was able to confirm her ideas about injustice. She told me, 
First, let me just say it's magnified; it's even more real to me 
now, because I'm actually physically here to see the 
injustices being carried out The standards thing is really 
huge to me .... It reminds me of my own community, 
because you have children who go to school in dilapidated 
buildings, whose parents were treated the same way. who 
can't read or write, and then you want to give them a test 
that privileged people in the United States have had. And 
you label them. You are given a raw deal and now you are 
expected to compete. And now I've really been here, and 
seen what goes on. That's an advantage. 
Gwen's background with urban education had prepared her for the sometime 
grim realities she encountered in reservation schools. Though she was thus 
rarely surprised by the social and economic conditions on the Navajo 
Reservation. Gwen realized the impact of those conditions might differ in the 
context of another culture's values and consciousness. Participating in a cultural 
immersion did, then, allow Gwen to develop professional knowledge and 
competencies. She broadened the base of information from which she will be 
able to draw on issues of justice, discrimination, and cultural imperialism, and 
she identified the subjectivity and cultural bias of her own responses to those 
issues. 
Gwen might not have allowed herself to become transformed through her 
reservation experiences, but she did come away with indelible memories. As she 
prepared to leave Arizona and retum home. Gwen seemed resolute and 
humbled. grateful and inspired. She reflected, 
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It helps me to have experience and examples to draw from 

when I am looking for strength and facing my own 

responsibilities in the future. The people here ...there are 

some strong ones, there have to be. And it's been wonderful 

to be around some very strong people. 

Gwen came into the American Indian Reservation Project with a sense of 
purpose; even in our first contact on the telephone, she could articulate her ideas 
about the impact she hoped to have in the world. Her cultural immersion was 
often subject to a rather narrow professional agenda. She wanted to observe the 
• 
circumstances of reservation life and understand the choices American Indian 
families make regarding the education of their children, on and off the 
reservation. At the end of her AIRP placement, however, Gwen described her 
reservation experiences as "rich" and felt certain that her time on the Navajo 
Nation would be an important source of insight for years to come. 
Discussion 
Gwen had a very clear s-=nse of her home culture and a prescriptive plan 
for her public work as a teacher. Her interest in the AIRP was grounded in these 
rigid personal constructs, and her participation in the Project was thus one of 
almost singular purpose. Gwen resisted the idea of mediation in cultural • 
immersion. She depicted her African-American "community" as a cohesive 
whole, with clear delineation from other groups and a monolithic text of 
experience, and she ascribed similar boundaries to Navajo culture and her 
reservation experience. 
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As with Kate. the work of folklorist Jay Mechling might have rounded out 
the meaning of Gwen's cultural immersion. Gwen was. of course, engaged in a 
process of mediation. Simply in contrasting her AIRP participation with that of 
her placement partner, Gwen worked to clarify what she felt should be the 
limitations of cross-.cultural inquiry. Yet she also articulated a very political sense 
of her home culture and expressed strong opinions about Eurocentric bias in 
schools and other large·scale institutions in U.S. society. Mechling (1997) writes 
that "[m]ediating structures sometimes become the site where private and public 
practices over discrimination collide- (p. 126). As an African-American educator, 
Gwen worked with an understanding of the structures and consequences of 
racial discrimination in the United States. In her African·American home life, 
however, Gwen also used measures to discriminate between groups and 
cultures. Mechling demonstrates that the nature of a private realm is one of 
discrimination. permitting and even relying upon selective membership and 
shared values. In Gwen's rather black and white world. then, immersion in a third 
culture could have and. perhaps, should have been an opportunity to explore the 
nuances of such contradiction. 
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CHAPTER SIX 

KENNY 
I've been in some communities where it was sort ofa 

prerequisite that it was a pretty homogeneous gathering. 

And that was, you know, one of the important things about it, 

that they shared a lot of things, that they had a lot of certain 

beliefs in common .... And it's like, 'Well, that was easy. We 

created community out ofpeople that think exactly alike. " 

What~ the big deal? Why not? 

Kenny was somewhat enigmatic. Gentle and intensely introspective, he 
was reluctant to assert himself in public spaces, and many of his American Indian 
Reservation Project colleagues and Navajo acquaintances felt they did not really 
know him. In reading his academic work. however, I realized Kenny had 
invested a lot of himself in his decisions to become a teacher and to participate in 
a cultural immersion program. He seemed to appreciate the preparatory 
readings assigned to AIRP participants and to value historical and conceptual 
perspectives on American Indian life. In our one·tcrone conversations, I found 
Kenny very articulate and engaging. and among his peers on the reservation, I 
saw him challenge reactionary ideas with alternative points of view. I selected 
Kenny as a case study, then. based on his thoughtful inSight and his humble 
sense of himself. 
Kenny took a rather circuitous path to the Navajo Nation. He spent two 
and a half years after high school enrolled in a pre·veterinarian program at a 
Midwestern. land-grant university before deciding to become a music teacher 
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and transferring to another college with a prominent teacher education program. 
There he leamed about the American Indian Reservation Project and, throughout 
the 1997-1998 academic year, Kenny commuted two hours to Bloomington for 
AIRP orientation classes. As a guest student in the program, Kenny was bound 
first to the graduation requirements of his own university. When the time came 
for him to go to the reservation the following year, Kenny was informed by his 
university that he had not yet accumulated the credit hours he needed in order to 
be eligible to student teach. He spent the 1998-1999 school year living with his 
parents, working full time, and completing his eligibility requirements before 
resuming his participation in the AfRP program in the fall of 1999. In other 
words, by the time Kenny completed his student teaching in Arizona, he had 
been associated with the American Indian Reservation Project for two and a half 
years. 
Kenny came from a town of approximately sixty thousand people and 
some notoriety. Incidents of racism in Trenton, Indiana had been heavily 
publicized, and the school is sometimes described as still segregated. Kenny felt 
Trenton was, 
... one of those towns that-it's got a bypass, and 

restaurants and strip malls pop up there. That's sort of 

become what Trenton is now, at least when I go there. It's 

not a very interesting place. 

Kenny went on to explain that some of the manufacturing industries, which for 
many years supported the town's economy, had been closed. Many Trenton 
residents had lost their jobs, and the town, he suggested. had lost its identity. 
Kenny was sympathetic to these struggles and maintained his own positive 
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memories of growing up in Trenton. Still, he was clearly attracted to a place he 
felt had a more unique atmosphere. 
Interest in AlRP 
Kenny had long been interested in cultural traditions and lifestyles differing 
from his own. In high school he had been an exchange student in Japan, where 
he realized he had an affinity for cultural immersion. Reflecting on his time 
overseas. Kenny said, "I enjoy experiences when I'm outside my normal 
environment. I'm more drawn to them. and in the end. I grow more and am 
challenged more. and I develop more." The memories of his study abroad 
remained important to Kenny years later. and in the summer of 1999. he had the 
opportunity to revisit those memories. Through a contest he had entered. Kenny 
won a trip overseas, and shortly before his student teaching began, he returned 
to Tokyo, where for ten days, he "just soaked it up, the flavor of the city." 
Fresh from this second visit to Japan, Kenny was eager to talk about 
cultural immersion. He told me about sitting with his Japanese host family after 
dinner, eating fruit and talking about "stupid things. n He laughed, recalling a 
conversation about how, in the Japanese language, there is just one word for the 
sound a dog makes. while in English, we call that sound a bark but also imitate it, 
saying, "ruff' or '\voof." Kenny was attuned to subtleties and valued these more 
intimate moments he shared with friends he had made abroad. 
With previous cultural immersion experience. Kenny had already clarified 
several expectations for his participation in the American Indian Reservation 
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Project. What was important to him about being in a new place was learning 
"how people live their lives. what goes on with them. PO This was also important to 
him as he prepared for a career in education. He wanted to be a teacher who 
understood and was involved in the lives of his students. The AIRP. with its 
residential component and focus on community life, offered Kenny this link. After 
seventeen weeks on the reservation, Kenny believed he had benefited personally 
and professionally from a holistic approach to student teaching. His involvement 
was not only in a classroom throughout the school day but also in extracurricular 
activities and community events. In a project evaluation, he wrote: 
I got to see what my kids do after school, go to their 

basketball games, read them stories. and in some ways be 

like a parent to them. I got to learn a little about the 

connections and distances between the classroom/school 

and the lives of students. the politics of the area, the 

relevance of curriculum, social issues, culture, and dorm life. 

In many ways I learned more about the culture than some 

teachers who've been here for years. 

For Kenny, cultural immersion offered a vital opportunity for professional growth. 
He believed education was an arena for students and teachers alike to transcend 
the boundaries of their previous personal experiences. and he embraced this 
challenge. The model of cultural immersion exemplified for Kenny what it means 
to learn. 
AIRP Placement 
Kenny was placed in a K-12 student teaching position in the Cedar Valley 
School District. The district has had a long-standing relationship with the 
American Indian Reservation Project, and during the semester Kenny student 
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taught. Cedar Valley was host to two other project participants. as well. Though 
both these young women were housed in a dormitory separate from Kenny·s. the 
three student teachers spent quite a lot of time together, working in the school 
cafeteria and including one another in cultural and community activities any of 
them had been invited to attend. 
With its long history of hosting Indiana University student teachers, Cedar 
Valley was also home to numerous former participants who had been employed 
there as teachers in the school or who had married Navajo people. Included 
among these former participants was one first-year teacher who had graduated 
from Kenny's own high school in Trenton. While very different from one another, 
Kenny and Liam had a friendly relationship, and Liam's decision to live in Cedar 
Valley impressed upon Kenny the real possibility of finding employment at the 
end of the semester and staying on the reservation. Indeed. Kenny indicated 
feeling surprised by the visibility of former AIRP participants in the area and was 
pleased when Navajo people recognized the established presence of Indiana 
University students in their communities. 
Kenny described Cedar Valley as "a very small town still, ... as far as 
people know each other, and they know what's going on." He found that family 
ties and obligations in reservation towns were extensive, pointing out that Navajo 
people often recognized him based on his connections to their family members at 
the school. The schoor. in fact. was often the center of social activity in Cedar 
Valley. Athletic events and family activities, Kenny indicated, drew especially 
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large crowds. I asked him to describe one of these activities. and he told me 
about a carnival he had recently attended at the middle school. He said: 
It was interesting. The school carnival I went to was a pretty 
big deal. There were food booths. a lot of game booths. 
When I was a kid, we had [a carnival] in the school year. in 
May. And it was fun; I loved it as a kid. But the people that 
went had a connection to the school. because they had a kid 
there. they taught there, whatever. And they were going to 
support the school or to help raise funds. 
But with the events of the schools here. people go because 
they enjoy it. They're used to it, there are certain events 
they depend on. they know they're going to see so-and-so. 
You know, people go there from outside the community, 
maybe they don't have a kid there. It just seemed like .. .it 
was an entertainment thing, like it actually functioned as a 
carnival, instead of a fundraiser, or a school event. And they 
have carnivals all the time. People don't seem to get tired of 
it. 
It was evident that his experience of the Cedar Valley school carnival 
represented for Kenny an ideal of people coming together and enjoying the 
company of one another. In comparison to his hometown, where bland corporate 
development muted the realities of racial tension and economic hardship, Cedar 
Valley seemed to offer a refreshing experience of community life. 
A Sense of Community 
Kenny clearfy valued a sense of community. He complained that there 
was not a strong connection among residents in his Indiana hometown, and he 
envied people in Japan and on the Navajo Reservation for the communal ties he 
saw in their cultures. The school carnival in Cedar Valley was thus of great 
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interest to him, as he could observe social dynamics and absorb the feelings of 
coalescence. 
Kenny's sense of community in Cedar Valley was not. however, limited to 
public events. Though he felt that Saturday mornings at the local market were 
festive. and though he was invigorated by the atmosphere at football games, 
Kenny found more meaning in the interactions between people by simply 
engaging with them in their daily lives. He enjoyed riding the school bus on 
Fridays as the students went home for the weekend. He loved working with the 
cafeteria staff in the kitchen and on the serving line. He observed his students in 
school and in the dormitory as they talked and joked with one another. He 
explained his perspective this way: 
It's partly belonging, but it's kind of knowing what you can 
depend on, knowing how you relate to people, knowing there 
is a connection. The connection could be a lot of different 
things, but I think the important part of it would be that 
something that is meaningful to each individual within 
themselves. and also as a way to relate to the other people. 
So it may be that they're all the same clan, or maybe even 
just on the reservation or within the school. or actually within 
the dorm. Just the shared experience the kids have within 
the dorm has a sense of community to it. They can fight a 
lot. but. .. they have a certain amount of empathy for each 
other, or a realization that what they're doing to someone 
else is what they're doing to themselves. And I guess that's 
a sort of a sense of community. 
Kenny valued the community relations he observed on the reservation. In 
contrast, he criticized mainstream U.S. society for its emphasis on self·interest. 
Kenny observed: 
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I think what's stressed more in the culture I grew up in is 
independence and being able to do it on your own •...and 
being successful in your own way, developing your own 
ideas of what you want. and getting that. And not so much 
about where people are going as a whole. or having a 
concern for how others are doing. And not just because they 
pay your bills or because they know you or they like you, but 
because they're people that have a certain right to their way 
of life. just as much as you do. 
I think sometimes within mainstream American culture. as 

I've experienced it, people almost feel like they're trying to 

escape everyone else and create their community of one or 
two or three people. where they have what they want and 
they do what they are able to do. And that mayor may not 
include other people. If it does, okay, but that's not one of 
the more important things. that it involves other people, 
reaches out to other people. 
In comparing his Indiana and Navajo experiences, Kenny found that 
deeper cultural values were expressed in daily interactions on the reservation. 
By interrogating the more superficial patterns of social involvement in his own 
hometown, he found access to understanding Navajo culture. He saw that a 
sense of community on the Navajo Nation meant something more than just 
making time for others, or doing things for others-that interactions were infused 
with deep cultural meanings. 
Traditional Navajo belief holds that all things are related. This appealed to 
Kenny. who felt that fragmented and divisive social tendencies in mainstream 
U.S. cultures limit the experience of community. The alternative he found in 
Navajo life was one of interdependence, which functioned for the Navajo youth 
he described as a comforting reassurance, as well as providing what Kenny 
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believed was a more realistic worldview. A sense of community, then, was for 
Kenny a complex and perhaps fragile dynamic. He described it this way: 
It has to be a way of existing beyond your self without 
compromising yourself either. It's a better way of 
understanding yourself. through other people. I think 
sometimes people look at other cultures that are more 
group-oriented and think. "Oh. you have to sacrifice your 
independence or your creativity or your individuality." But 
what I've found here is, it's a way for people to become more 
themselves and to understand themselves better. Because 
of the way they related to their group and to their community. 
Dissatisfied with some values in mainstream U.S. cultures, Kenny enjoyed 
Navajo community life as an expression of ideals closer to his own. 
The Service Learning Project 
With his interest in learning "how Navajo people live their lives." Kenny 
had looked forward to working on his service project. He welcomed the 
opportunity to participate actively in public events, but he also appreciated the 
guidelines of the AIRP assignment. In order to negotiate and understand the 
dynamics of being a guest in and student of Navajo culture, Kenny felt it was 
important for him to be clear about his intent. He wanted to ensure that everyone 
involved in the service learning project was fully aware that he was fulfilling an 
academic requirement. 
Kenny was pleased. then, when a member of the cafeteria staff 
approached him and his two placement partners about a service opportunity. 
The woman explained that her sister and brother-in-law would be hosting a 
Native American Church meeting and needed help with the preparations. Randy, 
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the brother-in-law, had recently undergone back surgery and was unable to take 
care of all the more physical tasks, so Wanda, his wife, had suggested to her 
sister that the student teachers might enjoy coming to the family's home to help. 
Wanda's children were students in Cedar Valley, but the family lived 
ninety minutes to the north. in a remote area of southern Utah. The two boys 
stayed in Cedar Valley through the school week and, often, with their aunt in 
town over the weekends. That Friday, however, they accompanied Kenny and 
the other student teachers back home and offered their guests valuable insight 
into reservation life outside the school structures and the town of Cedar Valley. 
Upon arrival at the Johnson family home, the student teachers were 
anxious to begin their work. They began by erecting a ceremonial teepee for the 
NAC meeting, and while they worked, Randy gave them an orientation to the 
area. In accordance with Navajo custom, he pointed toward Ute Mountain with 
his lips rather than his fingers. He reviewed the four sacred directions and 
explained that the land had been a gift from the "ancient ones" and had ever 
since been home to the Navajo people. Kenny had read all this information in his 
preparatory studies. but nevertheless, he emphaSized the impact the 
conversation with Randy had on him. He said: 
Growing up, the kids are taught about the directions and how 
to orientate themselves. and the meaning of that, and doing 
work is how they learn about those things, and how they're 
reinforced. And I felt like I was getting a similar experience, 
and getting to see the importance of it. 
For Kenny, the orientation matched his idea of how a Navajo child is taught by 
his or her own family. He knew that land ownership and reservation boundaries 
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were external constructs, and he was pleased that Navajo people had stories of 
the land that were steeped in their own tradition. 
The student teachers spent Friday night with AIRP colleagues in a nearby 
community and returned Saturday morning for a full day of work. They 
accompanied Wanda to a town off the reservation, where they purchased cut 
wood and hauled it back to the house in Wanda's truck. Along the way, Wanda 
explained some of the issues facing those who live in the area. As th~y passed 
oil rigs , for instance. she described the destruction being caused by multinational 
companies mining the natural resources on the reservation. Residents were 
being forced to purchase water, because the local water source had been 
polluted. Describing this, Wanda explained that families in their rural area did not 
yet have running water, and that electricity had only become available the 
previous year. Conditions, then, were far different from those in Cedar Valley, 
and Kenny appreciated the opportunity to see this. He felt it was "interesting to 
see the things they have to do to be able to live where they do. I was kind of 
getting the benefits and the difficulties all at the same time." 
Back with the family, Kenny went with the children on a hike into a small 
canyon near the house, which, he wrote, "in this context could more accurately 
be described as a playground. I couldn't help but be jealous, since I grew up 
confined mainly to trees and back alleys as a kid." Kenny enjoyed being outside 
and was impressed by the observations the children made about the surrounding 
area. Even the younger children could name the trees and rocks they passed. 
Kenny did notice that Wanda's children were less secure in the environment than 
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were their cousins, who lived at home and attended local schools. As the group 
approached "Popcorn Hill," a steep incline of loose, gray rock, Wanda's older 
son, Steven, was tentative with his footing. He drew good-natured ridicule from 
his cousins. "You must be from Cedar Valley," one boy mocked, suggesting that 
Steven's "city life" had rendered him useless in his own home. Kenny noted the 
difficulty in bridging "two wonds." Steven is a very intelligent student who goes to 
school in a larger reservation city and has traveled quite extenSively around the 
United States through academic and athletic pursuits. In Cedar Valley he 
actually stands out as quite traditional. while at home he is not certain of his 
ability to participate in traditional daily life. Kenny envied the richness of Steven's 
experiences but not his difficulty in balancing conflicting interests. Spending time 
with Steven and his brother in their home. Kenny realized the challenges they 
faced in negotiating myriad cultural, family. and personal values. 
The next task for Kenny was to hang lamps from an outdoor post. He 
assumed the purpose of the lamps was to enhance visibility in the area, but he 
later learned that light on the premises was designed to scare away 
"skinwalkers... the spirit figures who, in Navajo belief systems, can assume 
various physical forms and bring harm to the living. Kenny responded to this 
information with respect; although he had no personal experience with this form 
of spirits, he found "a new and tangible appreciation for the impact they have on 
Navajo life," He even learned from the fact that the family had withheld from him 
their concern about skinwalkers. As Kenny said. "From their pOint of view, they 
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may have thought f wouldn't climb a ladder against a wobbly pole just to scare 
away something I probably didn't believe in." 
The student teachers were not allowed to actually participate in the Native 
American Church ceremony that evening, but they did return the next day to 
spend time with the family and help with cleaning. Kenny was very enthusiastic 
about his Sunday experiences. The family prepared lunch. and as everyone sat 
around inside the hogan telling stories. Kenny found he was "overwhelmed by 
the feeling of solidarity. K'e, within the family." He explained: 
It had a big impact on me. I guess, to have been there. 

because it felt as strong to me as the strongest experiences 

I've had with my own family, sitting around at the biggest 

events. like Christmas and Thanksgiving. I felt almost as 

much drawn into their relationships with each other as I was 

with my own. Just because it was so warm, so natural. 

Kenny returned to Cedar Valley on Sunday evening with fresh insight and fond 
memories of "just a great experience." 
Evaluating the Service Learning Project 
Throughout the weekend of his service project. Kenny was told that there 
were two purposes for holding the meeting-to encourage the children in their 
schooling. and to celebrate Randy's new job as a culture teacher. However, 
some weeks later, one of the other student teachers leamed that Randy had 
been involved in a romantic affair with a married woman who had subsequently 
been murdered by her husband. The ceremony, then, was held at least in part to 
cleanse Randy from the negativity of that situation and guide him in moving on. 
This dramatic revelation was "pretty heady" for Kenny, who had worked 
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alongside Randy and who had felt welcomed as a family member in his home. In 
time, though, Kenny dismissed this information as unnecessary gossip, saying, 
"'t's so second-second-second hand, and it's not how I experienced it at all." 
Kenny accepted that his understanding of the NAC meeting had been incomplete 
but felt his experience of the weekend had been rich and fully realized. 
Indeed, Kenny felt fortunate to have worked with the Johnson family. He 
wanted to immerse in life on the Navajo Reservation, but he did not wish to 
intrude. The invitation extended by the Johnsons to join in their family activities 
was comfortable for Kenny, because it was based on the family's initiative and 
with their full knowledge of the AIR? immersion concept. As he told me, 
They were a very good family to have the opportunity to do 
this experience with, because they knew why we were there, 
as far as they knew we were doing the [AIR?1 project. But 
their attitude was, they were glad that people could help them 
out a little bit. They needed that. They were glad that people 
were interested in what was going on, and they were excited 
to be able to share that. They had a lot they could share with 
us. 
They really seemed to understand where we were coming 

from. They welcomed us in and gave us that opportunity. 

And I think they knew that that's what we really wanted, the 

opportunity to get to know them. the experience of their way 

of life. 

The student teachers provided transportation home for Wanda's children, 
contributed staple food items for family meals, and lent their assistance in routine 
and physical tasks throughout the weekend. Before they departed on Sunday, 
each of them was presented with gifts of jewelry in appreciation for their work. 
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The value Kenny found in their exchange, however, was less tangible. He 
explained: 
The "service" was initiated by the recognition of a need. So, 

in a practical sense. we helped out. But. in a more general 

way, the service was ... simply a structure to allow us to share 

an experience with the family. This experience engaged me 

on a variety of levels-physical, emotional. intellectual. 

political, spiritual, and social-by putting me in a real-world. 

relevant situation with a focused purpose. Therefore, the 

structure of a service learning project allowed me to 

internalize and more deeply develop understandings about 

Navajo life that previously may have only been encountered 

as ideas on the written page. 

Cultural Immersion 
A number of teachers and school administrators commented to me that 
Kenny was very quiet. passive, and hard to read. Indeed, many did not seem to 
know him at all, and Kenny himself spoke of his social interactions in public 
spaces as "tentative." Conversation with adults. he felt. might be "sudden" and 
disarming, but Kenny found it was "hard to get to the next level of closeness." He 
struggled at times to understand the social dynamiCS in the school and around 
the area and to reconcile some of the apparent contradictions he saw in the 
conduct of Navajo people. Religious influences in Cedar Valley. for instance, 
seemed to confuse him; he mentioned several times that even traditional Navajo 
families were members of a Catholic church led by an Anglo priest who, in 
Kenny's estimation, made little effort to relate to Navajo people. He was often 
surprised by community news and said he was humbled by what he did not 
understand about the people in Cedar Valley. 
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Still, there were those-students and dorm workers, especially-who 
clearly trusted Kenny and offered him their friendship. Kenny named the 
cafeteria staff, as well as Della, one of the night aides in the dormitory, as the 
"most real" people he had met, and he valued those relationships as "more 
conversational" than others he had fostered. He explained that the 
"everydayness" of cafeteria and dorm responsibilities generated natural 
camaraderie, saying, "We're working without pressure, alongside each other, just 
going about our day, and it makes for nice conversation." 
Beyond the cafeteria and dorm. however, Kenny was often frustrated in 
his attempts to immerse in the culture. He noted that isolated experiences. such 
as attending a squaw dance, felt artificial to him, and he described himself and 
the other student teachers as "always trying to go somewhere and get one little 
piece of something." The service learning project. then, was especially 
refreshing. Kenny told me: 
This was the one experience [I have had] in the culture as it is 
lived by the people in a regular way. In a regular, meaningful 
way to them. It's not like, "Okay, we're going to do a cultural 
enactment of a family NAC meeting for you guys." It was like 
they did it, so we got to actually be a part of it and get to know 
the family as if they were people we were friends with. 
Kenny often felt self..conscious about his participation in cultural activities on the 
Navajo Reservation, but he believed in the tenets of cultural immersion. When 
his intentions were understood, and when invitations were openly extended, 
Kenny relished the opportunity to join in the work and play of Navajo people. 
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Limitations of Immersion 
The Navajo Nation is a land of spectacular beauty and myriad tourist 
attraction. AIRP participants generally find there are not enough weekends in the 
semester for them to fully explore the area. and their free time can easily be filled 
just with festivals, rodeos. and other public events. Kenny, though. was 
motivated by a keen sense of authenticity, and he was primarily concemed with 
how Navajo people live their Jives. He explained, 
There are many things. it would be dumb not to go see. But 

just to have the outing to the site, like to Monument Valley. 

isn't interacting or leaming or taking it in and being a part of 

it. 

More than the tourists who visit Cedar Valley en route to the Grand Canyon. and 
more even than most of his AIRP colleagues, Kenny tried to understand the 
essence of living in Navajo culture. 
Kenny understood that cultural immersion was not a natural social 
process. He recognized it as an intentional effort to gain access to another 
culture. and he knew that structural support for the immersion was essential. In a 
conversation with other AIRP participants. Kenny suggested a metaphor for 
"cultural immersion. It He described dipping something or someone in water "but 
not giving it gills." He laughed as he continued: standing outside the water, he 
said. we can only see some of what is there, and even that might be distorted. 
The immersion allows us to examine more closely what is under water and even 
to interact with it, until we have to surface, breathe, and regain our bearings. 
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Looking to the Future 
While I was with him in Cedar Valley, Kenny was undecided about his 
plans for the future. Though he told me that the geographical area of the Navajo 
Nation was very inviting. he knew that his immersion experience was not 
indicative of what he might expect from a long-term stay. He reflected. 
I feel very welcome. The main barrier is time. I have a limited 

time, and that there's a clear end to my time here sort of makes 

it hard to really have a good perspective on what it would be like 

to live here and how much I would be drawn into the community. 

I've been very welcomed, as much as I could be in that time. 

But I don't know what it would be like to live here. 

Particularly disturbing to Kenny about Cedar Valley was the separation between 
Anglo and Navajo people. Noting that white teachers at the public school left 
town every weekend and socialized primarily with others like themselves, he 
understood it was possible to live on the reservation and still function as an 
outsider. "That would be really hard if I was living here," Kenny stated. 
The final academic requirement for AIRP participants is called a "graduate 
project," and students are given choices as to the structure and focus of this 
assignment. For his graduate project. Kenny decided to do a second service 
activity. He wanted to observe the intersection of Anglo and Navajo cultures on 
the reservation and reflect on how he might live on the Navajo Nation more 
permanently. One of the white teachers at the public high school practices 
homeopathic medicine and, with others who provide "non-traditional" remedies. 
she had planned a one-day clinic at the Lutheran Mission Services in a nearby 
community. Molly invited the three student teachers from Cedar Valley to join 
her, because as she told me. the health providers had been overwhelmed the 
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last time they had been there and needed additional help to manage the crowd. 
Additionally. she felt the student teachers would benefit from exposure to another 
facet of reservation life. She asserted, "They need to step outside the structures 
of support they know and learn what structures of support are available here and 
to work within those." 
After several hours of taking height and weight measurements, organizing 
files, and entertaining children. Kenny was glad to have participated in the 
outreach effort. He appreciated that a local teacher got involved in projects 
outside the realm of school and feft the outing "provided good insight into how 
Molly has been able to work here for so long." He sensed that a mutual trust had 
been established between Molly and her patients. and he attributed this to the 
consistency of Molly's service. The one-day clinics she offered were scheduled 
regularty and advertised weir. Patients developed relationships with Molly and 
the other healthcare providers and knew what they could expect from the clinic. 
Midway through his student teaching. Kenny explained the commitment he 
felt he would need to make in order to live on the reservation. He said. 
Separate from everything else. I would love to be here just to 
be here.... I really like it here, but I feel like, if I was going to 
come here to teach and live, I would want to do it when I was 
more ready to seUle down. And that would be a very big 
commitment. I wouldn't feel comfortable if I came out here 
and was like, 'Well, I'm just out here for a few years until I 
decide where I want to go." 
At the end of his student teaching semester, Kenny returned to Indiana and 
accepted an administrative poSition coordinating service learning projects for 
undergraduate students. He did not rule out the possibility of someday returning 
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to the reservation and working in schools there, but the commitment he felt 
comfortable making as a new college graduate was to the broader educative 
potential of community service. 
Discussion 
Kenny seemed to embrace his cultural immersion as a mediating 
structure. Whereas Kate could not critique the particular cultures that constituted 
her own background. and whereas Gwen was locked into a singular idea of her 
cultural identity. Kenny was able to conceptualize cultural forces as both potent 
and fluid. He reflected. for instance. on the values of independence in his home 
culture and identified values he admired in some of the people he met on the 
reservation and hoped to incorporate into his life. He also articulated his 
commitments in education and I though a neophyte in terms of his specific 
cultural experience on the Navajo Nation. expressed his desire to have a positive 
impact on the lives of his Cedar Valley students. 
Mechling (1997) characterizes the function of a mediating structure as "a 
laboratory for learning how to be a citizen in a liberal democracy" (p. 124). He 
paints out that such a structure captures "in miniature" the ambivalence and 
anomaly of living in a pluralistic society (p. 125). In immersing himself in another 
culture and stepping into new professional roles. Kenny pursued a deeper 
understanding of complex social dynamics in the United States and worked to 
locate himself in a public and politicized landscape. 
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CHAPTER SEVEN 

SERVICE AND COMMUNITY IN A CULTURAL IMMERSION SETTING 

This study evaluated the impact of a service learning requirement on three 
participants in a cultural immersion program for teacher education. The research 
revealed that partiCipation in community life was seen by the student teachers as 
a valuable component of their professional growth. Indeed, the principles of 
community-based learning and those of cultural immersion were embraced by 
the research participants as complementary, and the terms "community" and 
"culture" were often used interchangeably in their narratives. Though such 
blurred language is fraught with potential difficulty. the more general message is 
that a curriculum of community-based learning is crucial to cultural immersion 
experiences. 
One particular finding of my study was that the requirement of a service­
learning project offered the student teachers purposeful entry into their host 
communities. I regard service activities as one option for community-based 
learning in a setting of cultural immersion. Yet service learning is itself a rich and 
complex dynamic and should not be reduced to an additive or supplementary 
role in any curriculum. Service learning in the AIRP should be contextualized as 
part of a broad and public dynamic and must be supported through reflection, 
discussion, and further research. 
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Boyle-Baise and Sleeter (2000) affirm that multicultural teacher education 
is strengthened through a curriculum of service activities and community·based 
inquiry. Boyle·Baise and Sleeter's concept of community-based service learning 
provided a framework for assessing the professional development of participants 
in the American Indian Reservation Project and a springboard for considering the 
components essential to a cultural immersion project. In this chapter, I will 
summarize my findings and conclude the report of my dissertation research, 
illustrating how the three student teachers in this study grew as a result of their 
participation in the Project and their involvement in their host reservation 
communities. 
A Framework for Community-based Service Learning 
Boyle-Baise and Sleeter (2000) assert that communities provide a vivid 
landscape for leaming. and they believe a service curriculum offers student 
teachers both purpose for community participation and a practical understanding 
of established literature and pedagogy. These authors outline several objectives 
for community·based service learning. which include: cultural understandings. 
community awareness, and the ability to situate communities within wider power 
relations. 
Cultural Understandings 
Boyle-Baise and Sleeter suggest that a curriculum of community-based 
service learning can promote increased cultural understandings in preservice 
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teachers. Through community field experiences. student teachers have the 
opportunity to connect with people from backgrounds different from their own. In 
becoming effective professionals. it is paramount for educators to leam to bridge 
any socio-economic and cultural differences between themselves and their 
students and communities. Kenny's experience illustrates this professional 
concern. He appreciated the opportunity to visit the home of one of his students 
and to learn about Navajo family life. writing: 
In a practical sense. we helped out. But. in a more general way. 
the service was ... simply a structure to allow us to share an 
experience with the family. Surely with all the available kids the 
work could have easily been managed without our herp .... The 
structure of a service learning project allowed me to internalize and 
more deeply develop understandings about Navajo life that 
previously may have only been encountered as ideas on the 
written page. 
Experience such as the one described by Kenny cannot be taught in a classroom 
or read in a text, nor can it be learned solely through a standard student teaching 
placement. Even on a reservation, the context of schooling tends to mirror 
dominant Anglo culture rather than representing the lives of American Indians. 
Kenny's statement demonstrates the importance of having direct contact outside 
of school with students and members of a community. His presence in the 
Johnson family home was structured around a service activity, yet for Kenny. the 
highlight of this assignment was simply having access to and experiencing the 
dynamics of family life on the Navajo Reservation. His service learning project 
allowed him to immerse himself in a Dine tradition and learn from Navajo adults. 
Exposure to economic, social. and cultural diversity offers. at the least. an 
"eye-opening experience" (Boyle-Baise and Sleeter. p. 40). The objectives of 
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community-based service learning. however. are much deeper than this level of 
exposure. Boyle-Baise and Sleeter advise that, with guided support. student 
teachers can use service experiences to explore their own assumptions and 
biases regarding society. By requiring written reflections of service projects, 
students are forced to think about deeper meanings for events or practices they 
witness. Kate, for instance. was surprised when young children accompanied 
adults to collect coal and lumber from nearby mines. In a written reflective 
report. she explained. 
I have a feeling if I were at home, my dad. uncle and brother 
would have probably gone off to perform the task on their own. 
But here it became a family outing. My dad would never have 
aI/owed all of us to go. He would have felt the kids would get in 
the way. 
For Kate. the contrast of her prior experience with her observations on the 
Navajo Nation motivated her to reconsider ideas she held about youth and 
responsibility. There may be a tendency for white teachers to view others' 
customs as inferior. Kate had learned to value aspects of American Indian family 
life and even contrast it favorably to her own upbringing. In her assessment, 
Navajo culture allowed young people to participate in family life through 
meaningful contributions and valued roles . 
Boyle-Baise and Sleeter believe that critical self-assessment has 
professional, as well as personal. value. They assert that, through community-
based learning. student teachers can evaluate their own beliefs and assumptions 
as being rooted in particular personal experience. and they can leam that no 
objective standard exists to measure one's own frame of reference. As 
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educators understand that even their own worldviews are culturally-based, they 
can begin to interrogate the implications of diversity for classroom teaching and 
learning. Kenny realized a family's education of Navajo children is often taught 
through daily tasks and is strongly linked to their cultural identity. He 
experienced this as part of a group of student teachers working to construct a 
ceremonial teepee. Randy Johnson oriented the student teachers to the land 
surrounding them, noting the four sacred Navajo directions. Kenny refleded on 
this by saying, 
Growing up, the kids are taught about the directions and how to 
orientate themselves, and the meaning of that, and doing work is 
how they learn about those things, and how they're reinforced. 
And I felt like I was getting a similar experience, and getting to see 
the importance of it. 
In explaining the Significance of a teepee's placement to the student teachers, 
Randy used the same methodology with which he had taught his own children. 
Kenny saw that children in the Johnson household learned about geography, a 
sense of traditional space, and cultural values by Situating themselves in their 
physical environment. and he realized that, as a teacher on the reservation, he 
could and should bring an understanding of spiritual traditions to his classroom 
instrudion. 
Cultural understanding is one of the main foci of Boyle-Baise and Sleeter's 
framework for community-based service learning. Not all the student teachers, 
however, agreed that service learning is an effedive, or even appropriate, 
strategy for learning about another culture. Indeed, Gwen was resistant to even 
discussing the possibility that accessing Navajo culture was an objective for her 
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service or that she could generalize about a culture from experience with one 
family. She contributed to community work but felt her service was more of an 
adult responsibility than a means for accessing cultural information. Gwen's 
voice revealed some contempt when she reflected on the service leaming 
assignment: 
The things that I've done, I guess you could say. were my attempt 
to fulfill a sense of world community, where people help people 
because they're people. Not because I'm trying to be a Navajo, 
and wear a skirt and a shirt and sit in a hogan. 
Gwen challenged the service leaming assignment as disregarding the very 
"everydayness" of obligations in Navajo community life. She was uncomfortable 
with evaluating the cultural implications of daily living. Gwen also charged that 
an assignment built around a service activity would ineVitably be fraught with 
cultural bias: that is, she felt that the project was based on the student teachers 
assuming a privileged perspective and linking service to charity. It is somewhat 
ironic that Gwen so flatly rejected looking for meaning in the life's work of a 
Navajo woman. She resisted the possibility that community service might lead to 
cultural understanding, even as she critiqued the cultural bias she felt was 
inherent in the assignment. In other words, Gwen did acknowledge that culture 
includes everyday work. She admired in Marilyn Roberts a sense of obligation to 
others in her family. Gwen might have explored this theme of obligation in 
leaming about the nature of family and community dynamics more generally. 
With additional guidance. she might have begun to consider possible bias in 
traditional gender roles and responsibilities, as well as the adaptations Navajo 
people have made to contemporary circumstances. As noted earlier. perhaps 
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Gwen's readiness to find fault in culturally-focused activities of the AIRP was in 
part due to her watching Kate's interactions in their reservation community. 
Gwen's strong sense of identity with her own African-American culture led her to 
be skeptical of Kate's longing to cross cultural borders and find a sense of 
belonging. 
Cultural understanding is a major goal of an immersion project such as the 
AIRP. Project staff believe that participants often benefit most of all by 
developing tools for recognizing and working with cultural difference. The 
speCific things they learn about Navajo culture are valuable, but as future 
teachers, it is imperative that they become able to think beyond their own 
experiences. Those involved with the American Indian Reservation Project are 
convinced that participants can and do develop strategies for cross-cultural 
understanding, and that they will be able to apply these skills throughout their 
working lives. However. these strategies do not happen automatically in a 
setting of cultural immersion; they are leamed through planned experiences and 
with the guidance of what Boyle-Baise and Sleeter term "cultural brokers." 
Because the dynamics of leaming through community-based service are 
complex. an "in-group" member of the culture can be invaluable in helping the 
neophyte negotiate the cultural landscape. This cultural broker might assist a 
student teacher in gaining access to community activities. networking with others, 
and making sense of a new culture. Marilyn Roberts has fulfilled this role for 
several AIRP partiCipants. including Kate. who wrote, 
The best possible way to have a rewarding experience out here is 
to seek out and find a Grandma. Because of my grandma, I have 
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been able to sheep herd, cook, attend squaw dances, weave and 
basically be involved in the community. 
Kate was thrilled to be included in the everyday responsibilities of a Navajo 
family. Marilyn Roberts, Kate's cultural broker, invited her to participate in varied 
activities and guided Kate in contextualizing her experiences. My study 
confirmed that, with the collaboration of a cultural broker, guided support from 
project staff, and an agenda of community-based service leaming. AIRP 
participants can explore the dynamics of a culture different from their own and 
develop tools for effectively teaching students from diverse social. economic. and 
cultural backgrounds. 
Communitv Awareness 
A second potential outcome for community-based service learning is an 
increased awareness among student teachers of community life. Boyle-Baise 
and Sleeter write that accessing local resources can aid teachers in developing a 
culturally-relevant curriculum. The major characteristic of a culturally-relevant 
curriculum is that rather than being based on teachers' cultural backgrounds, it 
builds on what is familiar to students. For a curriculum to become meaningful to 
students. it must use their language and reference people, places, and things 
with which they are familiar. In other words. teachers contextualize academic 
information within shared and accessible cultural knowledge and make it relevant 
to students' lives. Through his service learning project, Kenny realized that a 
canyon near the Johnson family home functioned as the Children's playground. 
He saw that the children knew the names of trees and rocks, and that those who 
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had not gone away to boarding school teased Steven for having more knowledge 
about city life than about his own home environment. One way that Kenny used 
the knowledge he gained through this experience was to build rapport with 
students in the dormitory setting. He asked students to draw maps of the land 
around them. thereby learning each of the particular landmarks his .students used 
to orient themselves in their lives outside of school. In his classroom instruction, 
as well, Kenny worked to link music education with the students' local 
knowledge. 
Community awareness extends beyond understanding vocabulary and 
others' conceptual maps. Boyle-Baise and Sleeter believe that student teachers 
should be able to understand the broader vitality of a community. identifying its 
leadership and strengths. as well as the issues and concerns shared by its 
people. For example. although Gwen did not embrace Marilyn Roberts as a 
cultural broker. she did see her as a role model of perseverance and fortitude. 
She saw that Marilyn took responsibility for her family, property, and livestock. 
even as many of the men around her could not be relied upon to stay sober or 
hold a job. Gwen resisted drawing any conclusions from this about Navajo 
culture, but she did make an assessment about one aspect of Rockville's 
community life. She acknowledged that circumstances there are sometimes 
difficult, and she accepted that responsibility for daily tasks was largely the 
domain of women. Perhaps unlike Kate and Kenny, who both came from 
relatively affluent, white families and communities, Gwen already was resigned to 
finding gender disparities in an impoverished area. As she reflected on her 
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observations in Rockville, Gwen focused on the positive examples she saw in 
Marilyn Roberts and other women of dependability and inner strength. 
Boyle-Baise and Sleeter also state that, as student teachers develop an 
awareness of community interactions, they are able to understand the context of 
individual students lives. The student teacher can learn who cares for a child 
outside of school and how a family or community functions together. When Kate 
attended a squaw dance and assisted in the preparations. she saw families from 
the community gathering to prepare food. Kate compared this to "pitch-in dinners 
at home." She was comforted by the familiarity of this event, and she was 
reminded that many of her Navajo students enjoy the same familial support with 
which she was accustomed. Thus Kate felt a sense of commonality with others. 
Being able to interact with students outside the classroom in a family or 
community setting prompts student teachers to consider the perspectives of 
parents and elders in the community. Often teachers who only know their own 
cultures and who have a sense of cultural superiority do not bother to respect 
others' opinions. empathize with their difficult conditions, or try to adapt their 
teaching styles to meet the unique needs of diverse students. Through cultural 
immersion and service learning. teachers are confronted with the reality and 
vitality of the lives of other people, and with the revelation of their own cultural 
biases and arrogance. 
A cultural immersion project such as the AIRP fosters increased 
community awareness among participants. Student teachers spend time with the 
children in informal settings, which allows them to cultivate a more holistic 
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perspective about the equivalence of various cultures. For Gwen, this was a 
highlight of her reservation experience. She wrote. 
It was definitely an advantage to have to live in the same place as 
my students and to have to travel the same roads and shop at the 
same store with them. This closeness between home and school 
is a rare view that a teacher can get. 
My study made it clear that the structures of cultural immersion support the 
educational objective of community awareness outlined in the framework of 
Boyle-Baise and Sleeter. 
Boyle-Baise and Sleeter point out, however, that meeting the objectives of 
community·based service learning requires strong facilitation and support by 
educational leaders. They also stress that the background of student teachers 
impact how they will make sense of the experience. Gwen's prior experience in 
traversing different cultures allowed her to compare and contrast her experiences 
more easily, and she was able to serve as a peer-mentor for her roommate, 
Kate, who sometimes struggled to understand new or diverse points of view. In 
addition to this peer support, however, Kate needed the guidance of Project staff 
as she negotiated her way through initial. reactive stages. As a young woman, 
Kate was still learning about adult responsibilities. and she sometimes drew 
unwarranted conclusions from her new experiences. For example, Kate 
observed Navajo people cooking meals for others and attributed this to a broad 
communal value among Navajo people. Certainly, in mainstream U.S. cultures, 
individuals in a household prepare meats for one another, and, in a variety of 
instances, it is customary for someone to provide food for others in the 
community_ At home, however, Kate had not yet assumed such responsibilities, 
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and she had little context for comparing these customs with those she observed 
on the reservation. She was, rather, simply impressed by evidence of shared 
responsibilities and resources. As Boyle-Baise and Sleeter wam, community­
based service learning requires guided reflection, classroom discussion, and a 
clear connection to course content. Participants in the American Indian 
Reservation Project rely on the instructional support of Project staff as they 
contribute to service activities and work to understand the functional dynamics of 
their communities. 
Situating Service and Communities in Broader Social Relations 
Community-based service learning offers a third potential outcome for 
strengthening pre service teacher education. Boyle-Baise and Sleeter indicate 
that student teachers volunteering in the public arena can learn to understand 
marginalized communities in a context of broader social relations. The authors 
point out that many educators, especially those who are white and middle-class, 
have difficulty conceptualizing issues of inequity and discrimination related to 
race and class. They encourage preservice teachers to seek information from 
"in-group" members about the perspectives and concerns of people in a 
community, and to understand how those perspectives and concerns fit into a 
larger dynamic of power and privilege. Kenny did this when he went with Wanda 
Johnson to purchase cut wood. Riding in Wanda's truck, Kenny learned about a 
number of local issues from the perspective of a Navajo person. Wanda 
described, for instance, how oil mining on the reservation is polluting the area 
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water supply. Kenny reflected on their conversation and realized that creating 
certain kinds of jobs on the reservation can not only damage the environment but 
also jeopardize a way of life. With a workforce centralized around the oil mine 
regions, rural Navajo households often lose their strongest workers to the 
multinational corporations. Family units are sometimes broken up by the promise 
of employment elsewhere on the reservation, and frequently, women, youth, and 
the elderly are left at home to carry on with work that might be physically taxing. 
In talking with Wanda, Kenny recognized that Navajo people have negotiated 
such conflicts since the U.S. government first regulated land use in the region in 
the 1880s. 
Boyle-Baise and Sleeter hope that, through community-based service 
learning, preservice teachers will reassess any assumptions they might hold of 
cultural deficit among disenfranchised populations. Because teachers function in 
positions of influence and authority, such naivete is especially dangerous. Boyle­
Baise and Sleeter suggest that community service activities actually provide the 
opportunity for preservice teachers to interrogate institutional inequities. Many 
educators, however, are concerned that service learning will reinforce a student's 
ideas of cultural deficit. Rice and Pollack (2000). for instance, warn about the 
cumulative effect of individuals having or being given multiple fonns of privilege. 
They point out that the landscape for service activities and the power relations in 
a service dynamic invite misinterpretations among students who are not 
accustomed to thinking beyond their own experiences. 
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Certainly the conditions of reservation life differ from those in Bloomington. 
Indiana. and observation alone generally reveals only what is unfamiliar, in its 
presence or its absence. Moreover, AIRP participants regularly confront grim 
issues related to poverty and bias in their host schools and around the 
reservation. Those who have assumptions of cultural deficit can undoubtedly 
find evidence to reinforce their beliefs. Of my three research participants, Kate 
seemed most likely to find deficit in her new surroundings. She had been raised 
in a community without much diversity, and her ideas about cross-cultural 
communication were well-intended but not sophisticated. Yet through personal 
interactions in her host community, Kate was able to make meaning of her 
surroundings without the assumptions of cultural deficit theories. She told me, 
I don't feel I'm in a poverty area. When I think about it. yes, I 
am, but I don't feel that way at all. Different things just mean 
more to [people in her host reservation community]. Having a 
nice truck means more than having a nice house. Or jewelry. 
Anita could not tum on the butane for her house, but yet she 
goes out and buys hundreds of dollars of jewelry. [Laughs.] It's 
different ideas about what you want. 
Helping Navajo people with their daily responsibilities prompted Kate to consider 
the relativity of a person's priorities. Rather than judging Navajo people for their 
choices, she began to assess what mattered to them. Through her service 
experiences, Kate built enough rapport to ask questions and gain an 
understanding of different points of view. As she made contact and got involved 
in the social life of the local community. Kate was not shy about asking 
questions, and she accepted new information easily. Thus. by reaching out and 
listening, she learned to see things through the perspectives of other people. 
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Cultural brokers become valuable teachers for AIRP participants on the 
reservation. Rice and Pollack (2000) assert that such brokers can work 
alongside students toward greater social justice and guide them in understanding 
how social systems perpetuate oppression and inequity. In many cases, a 
cultural broker is Navajo. but other Anglos on the reservation can also provide 
important perspedives. For many years an Anglo teacher at Kenny's school has 
positioned herself as a liaison for student teachers in Cedar Valley. She has 
lived with her Navajo husband and their children on the reservation for more than 
ten years and, through that time, has guided student teachers in assessing 
institutional oppression and intergenerational issues of poverty. alcoholism. 
abuse, and neglect. She is proactive in organizing community health fairs. and 
she models compassion and an understanding of history and its social 
ramifications on contemporary conditions. 
Rice and Pollack demonstrate that service learning can be understood as 
a means for contesting the assumptions many students have about service itself. 
They describe a university course designed around a service learning pedagogy 
and an idea of students as ·self·reflective, culturally aware, and responsive 
community partiCipants" (p. 121). The course aim is to critique the meanings of 
service in a multicultural world. Students interrogate issues of compassion, 
social justice, and communal re;;;ponsibility and develop the language and 
conceptual framework to locate themselves in a society of power inequities. 
They examine their own assumptions, social structures and patterns, diverse 
wortdviews, and the dynamics of a service relationship in a context of systemic 
131 

• 

oppression. The authors stress that a broad, macro perspective of society can 
help students process the particulars of their experiences and understand larger 
implications, and they believe that tools for examining root causes of social 
problems must be introduced prior to and employed throughout the service 
experiences. Participants in the American Indian Reservation Project will find 
evidence of systemic oppression in their host communities, and it is imperative 
that their preparatory work provides them with the conceptual tools to think 
beyond their own experiences and make sense of the realities to which they are 
exposed. As they live and work on the reservation, they must also have support 
from a variety of sources and exposure to multiple perspectives. Through 
service learning. Project partiCipants confront inequities and injustices and work 
to understand them in a broad social context. 
Service Learning in the AIRP 
The objectives for community-based service learning are not limited to 
benefiting those students who provide the service. Still, the needs and 
expectations of a server must be met in order for him or her to evaluate a project 
as effective. This study considered the background and personality of 
partiCipants in the American Ind;an Reservation Project and analyzed the ways in 
which their needs and expectations were met through service learning. One 
theme I found in all of my research participants was their developing sense of 
competence. Through partiCipation in the AIRP. the student teachers grew more 
competent in three distinct realms: they experienced a sense of personal 
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competence. coping with and adapting to new circumstances; they acquired a 
measure of cultural competence. in living and working alongside Navajo people; 
and they built a foundation of professional competence as beginning teachers. 
The structures of community·based service leaming did support my research 
participants in realizing these aims. 
Personal Competence 
Carver (1997) outlines a positive service learning experience in terms of 
three dimensions for student growth: agency. belonging, and competence. 
These factors were particular1y important to Kate, and she experienced 
successful growth in these areas through service to others. When, for instance, 
she attended a squaw dance without her placement partner. Kate found herself 
in an unexpected and uncomfortable situation. She was asked by people she did 
not know to do things she had never done. In spite of her initial discomforts, 
Kate was proud of her own response to the situation. In a project report. she 
wrote. 
I really would like to be stuck in a situation again like that, where I 
had to just do it. I was on my own. If Gwen had been there, I 
may not have had the opportunity to meet so many people on a 
one on one basis. If Gwen had been there .. .! wouldn't have done 
as much as I did. 
Kate realized that personal development is sometimes fostered in challenging 
circumstances. She surprised herself by completing tasks that were new, and 
she enjoyed the positive responses she got from those she had helped. Indeed. 
Kate acknowtedged that what she got from service far exceeded what she gave. 
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Kate's positive service learning experiences were based largely on her personal 
needs for belonging and growth in her willingness to take action and pursue 
social connections. In her community service work, she found a sense of agency, 
belonging. and competence. 
Cultural Competence 
An important goal of immersion is the development of cultural 
competence. or the ability to function in and contribute to daily life in various 
cultural settings. Service learning can be an effective strategy for promoting 
cultural competence. especially when it takes place in a cultural immersion 
program such as the AIRP. As Cushman (1999) notes, a person who provides 
service should function in the role of participant-observer. Through service. 
individuals can foster a reciprocal and dialogic relationship with people in the 
community where the service takes place. In working alongside others toward an 
established community goal, students learn about shared values and public life. 
Kenny appreciated the authentic knowledge that was accessible through 
his own service project. It was important to him to step outside his role as 
teacher and became a participant-observer during a Navajo family event. He 
wrote, "Though I may never again apply my understanding of how to take down a 
teepee, the insights gained during the weekend immediately impacted on my 
perspective of living and working in a Navajo community." Kenny learned how to 
set up and dismantle a teepee, which were certainly skills that had relevance on 
the Navajo Reservation. He also leamed about the ceremonial role of teepees 
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and the contexts in which they are used. Most importantly. he developed a deep 
appreciation for various aspeds of Navajo culture through participating and 
observing during his service learning commitment. 
Professional Competence 
Cushman (1999) believes that, in providing service. students construct 
knowledge in partnership with the very people who might benefit most from that 
knowledge. With my three student teacher participants. this was an especially 
evident development. For example. Gwen. who sometimes resented the 
structures of Project assignments. realized the insights she could glean from 
daily responsibilities on the reservation. She wrote. "I am learning to become 
less concerned with filling my days with experiences I seek out and mora 
concerned with experiencing my filled days in order to seek out the meaning of 
the things that happen." Gwen's goal for Projed participation was to gain social 
and cultural insights she could apply in her teaching. Through everyday service. 
Gwen became an effective instrudor for American Indian youth and an educated 
professional in a diverse society. 
Conceptualizing "Community" 
Student teachers in the American Indian Reservation Project worked to 
negotiate complex dynamics; this was complicated by the facets of their many 
roles on the reservation and in the schools and dorms. As is typical of AIRP 
student teachers, they were anxious to participate in local activities and to gain 
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insight into the lives of Navajo people. The sense of purpose these student 
teachers had for living and working on the reservation was inextricably linked to 
their prior experiences and personal hopes. A particular factor that distinguishes 
one student teacher from another is the expectation he or she has for the 
dynamics of community life. 
In their seminal book, Habits of the Heart, Bellah, Madsen, Sullivan, 
Swidler, and Tipton (1985) assert that the public life of white, middle-class 
Americans is limited by an ethos of individualism. They acknowledge a spirit of 
altruism at a family level but see little evidence that it is valued in the public 
sphere. Instead. they note a culture of competitive ambition, in which personal 
upward mobility becomes a major life goal, and they find patterns among people 
of personal anxiety, profeSSional restlessness, and geographic transience. 
These traits were somewhat true of Kate; her identity was closely linked to her 
parents' way of life and a limited range of experiences, but she clearly sought 
acceptance in new social environments. and she was quick to romanticize the 
experiences of others. 
Kate's decision to participate in the AIRP can easily be interpreted as an 
effort to "find herself." She felt ambivalence about her hometown, her parents. 
and her own insecurities. and she hoped to be welcomed into her reservation 
host community and appreciated for her open mind and generous heart. As 
Bellah et al. reflect, "Generosity of spirit is ...the ability to acknowledge an 
interconnectedness ... [and1 also the ability to engage in the caring that nurtures 
that interconnectedness" (po 194). Kate observed the interactions of a Navajo 
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family and took part in their daily activities, lending her time and energy. as well 
as occasionally contributing material resources such as video rentals or use of 
her television. She sought opportunities to engage with area residents on a 
social level and to understand the wor1d in new ways. In this way. Kate's 
experiences on the reservation reflect the communitarian hopes envisioned by 
Bellah et al.. who understand community as a celebration of interdependence 
and assert that individualism is actually fulfilled through participation in 
community with other people. The authors argue that one's sense of self is 
grounded in commitment to the community and a shared understanding of what 
constitutes a worthwhile life, so that self-discovery happens "face to face and 
side by side with others in work, love, and learning" (p. 85). Kate flourished in 
the structures of community·based service leaming. She felt valued for her 
efforts in preparing for the squaw dance and was excited to relate her 
observations of a Navajo cultural event to the poUuck dinners she had attended 
all her life. For Kate, the squaw dance experience was a highlight of her AI RP 
participation and an affirmation of the values she cherished the most. 
Habits of the Heart is frequently cited in the literature of service learning. 
but some criticize communitarianism for its conservative and apolitical discourse. 
Abowitz (1999). for instance. critiques the communitarian -mythologies" that 
inform many service learning applications. She acknowledges the draw of a 
curriculum that offers a sense of hope and the idea of consensus, yet she insists 
that "[t]he wor1d is more classed, raced. gendered. and full of conflict and 
complexity than is rendered by service·leaming discourses of civic republican 
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democracy" (p. 75). Gwen was particularly skeptical about the charitable 
intentions of people volunteering in communities other than their own. She 
expressed frustration with the AIRP service learning assignment, suggesting that 
the requirement of service is based on assumptions of cultural deficit and 
ignorance about the sense of shared commitments she had observed among 
some non-dominant cultures. Had Gwen been willing to reconceptualize the 
assignment, however, she might have explored this dynamiC of bias and 
misrepresentations between cultures and invited Navajo people to describe the 
impact of mainstream U.S. culture on their reservation communities. 
Abowitz rejects the tenets of communitarianism but remains hopeful that 
community service can be contextualized in an agenda of critical pedagogy. As 
issues of power and social justice are directly addressed, the histories and 
hierarchies of educational institutions become destabilized. Abowitz believes 
that critical pedagogues accommodate alternative legends and embrace diverse 
ancestries. She calls for a process of teacher education that will foster social 
leadership and encourage teachers to challenge structural inequity and injustice. 
Gwen's decision to become a teacher was shaped largely by her experiences as 
a student in a historically black college. She described the sense of identity she 
found in community with other students there and the sense of responsibility she 
felt to become a strong and vocal critic of the status quo. She expressed a 
sense of solidarity with other African-American people, and she viewed herself as 
part of a group that was separate from and in opposition to European-American 
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cultures. For Gwen. participation in public life involved both support for members 
of her community and advocacy for social change. 
Scholars in the field of folklore have evaluated the use of tradition to 
express and build a feeling of solidarity among members of one linguistic and 
cultural group. Folklorist Richard Bauman (1972). however, points out that it is 
always individuals who comprise community, and that the meaning each person 
makes of collective experience is. in fact, an ideological stance. As individuals, 
we can choose to engage with others or to separate from them, and our 
interactions can be as much an expression of difference as of shared identity. 
Kenny related that he liked to work alongside others as a means for getting to 
know them. On the reservation, he enjoyed learning about Navajo life through 
preparation for a traditional ceremony. Yet what he seemed to value most was 
the personal connection he made with the Johnson family and the opportunity to 
explore cultural differences in a participatory way. For Kenny, service learning 
provided a context for self-expression. In conversation with another student 
teacher, he noted, "It's not just here. I've had that at home-where you work 
together and just share your lives." 
Bauman understands folklore as a dynamic of communication in social 
interactions. He argues that the exchange of folklore may take place among 
members of a particular group or between people from diverse regions. cultures. 
religions. age groups. occupations. or kinship affiliations. In other words, the 
expression of beliefs, customs, or other forms of traditional lore can serve to 
demonstrate a sense of hannony or of differential identity. 
• 
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In the literature of service learning, Varfotta (1997) offers feminist and 
postmodem perspectives to posit "communities of difference." which she believes 
can allow for multiple realities and promote contestation. She believes educators 
must introduce students to the idea of ambiguity and guide them in recognizing 
issues of contradiction. Vanotta views the self as fluid and fragmented. 
"continuously constructed and reconstructed through social, discursive, and 
material realities" (p. 468). and argues for a process of "articulation"--contingent 
connections based on shared discourses. She critiques assumptions of a 
common good and expresses her concern that traditional roles in service 
learning are creating a practice that will become silencing and patemalistic. 
Vanotta hopes that power relations can be understood within a flexible and 
egalitarian dynamic, so that everyone can, at various pOints, occupy and 
relinquish dominant roles. 
In Native communities, the transmission of knowledge and culture has 
traditionally been contextualized in an expression of care and concern for all 
living things. Hall (1993) thus pOints out that, through a curriculum of service, 
American Indian teachers are emerging as highly skilled and valued. Native 
teachers reinforce the relationships between their students and members of their 
communities and foster among the students a sense of identity based on 
mutuality and interdependence. 
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Recommendations for the AIRP 
Based on the results of my study. I recommend that future participants in 
the American Indian Reservation Project should be encouraged to explore the 
concept of "community: Meanings of community might be addressed as a 
thematic question. in which the student teachers draw from a variety of 
experiences and sources to demonstrate their thoughts on what community 
means in their Dine host towns. Community-based service learning certainly 
offers the potential for insights about commitment to and connection with others. 
and. as Boyle-Baise and Sleeter (2000) suggest. service activities in the public 
arena complement a curriculum of inquiry. I conclude that community-based 
service learning should continue to be part of the AIRP requirements. because I 
believe it offers a means for student teachers to deepen their understanding of 
how their host communities function. 
Service activities prompted partiCipants toward new understandings of the 
notions of "community," but I recommend that the dynamics of service should 
also be addressed through the reflective papers. Through this combination of 
involvement and reflection. student teachers can be guided to interrogate the 
framework. power relations. and cultural texts of service within their host 
communities. Along with questions to prompt consideration about "need," "aid," 
and other value-laden terms often associated with service learning, student 
teachers must be guided to think critically about issues of race. class. gender, 
religion. and other forms of identity politics. As Jones et al. (1996) point out. it is 
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important that educators and students operate outside their normal school roles 
and patterns in order to understand the politics embedded in school life. 
AIRP participants should be challenged to see themselves in political 
roles. The very act of teaching is political; so, too, is immersion in another 
culture. AIRP staff must carefully coach student teachers to understand that, as 
learners in a setting of cultural immersion, and as teachers of children from 
diverse backgrounds, their presence on the reservation has political overtones. 
This study demonstrates that the capacity of student teachers for self-reflection 
shapes their reservation experiences. AIRP participants will always frame their 
experiences based on their individual backgrounds and personal expectations. 
With guided support, these cognitive frames can be expanded, and student 
teachers will be able to apply their new and broadened insights in personal, 
cultural, and professional realms. 
Implications for Teacher Education 
Statistics indicate that approximately twenty-five percent of K-12 students 
in the United States fit a category Bennett (1999) terms "ethnic minorities." This 
percentage is expected to grow, with estimates that minority enrollment will reach 
thirty percent by the year 2020. Bennett further states that more than twenty 
percent of American school children are living in poverty. Changes in student 
demographics contrast sharply with the backgrounds of our nation's teachers. 
Cushner, McClelland, and Safford (1996) report that nearly ninety percent of U.S. 
teachers are European-American and middle-class. Although recruiting ethnic 
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minority teachers should be a priority. the teaching population is likely to remain 
predominantly white. The charge for teacher education programs, then. should 
be to prepare future educators to meet the needs of students from backgrounds 
that differ from their own. 
The American Indian Reservation Project prepares teachers to work in 
diverse communities-whether in an urban center or rural area, on an American 
Indian reservation, overseas, or simply in a context different from what is familiar 
to the teacher. Community-based service learning in cultural immersion 
experiences offers a strategy for educators to integrate into and adapt to new 
cultural environs, and it serves as an effective model for cross-cultural learning. 
Through involvement in the community, student teachers became active 
participants in their own learning. Service activities provided access to 
community life and initiated interpersonal relationships with community members. 
Efforts to contribute to ongoing functions were generally met with appreciation, 
and many student teachers enjoyed the social interactions that were a part of 
community events. In a Project report, Kenny reflected, "Culturally. extending 
yourself and showing honest interest in those around you is the best way to 
learn, and in this sense my service learning project was a meaningful tool. II 
Whether they are assisting a Navajo family in preparing for a traditional 
ceremony or supervising children at an Indiana Boys and Gins Club, preservice 
teachers engaged in community life operate directly in a process of discovery. 
Indeed, community-based service learning should be embraced as a 
process rather than reduced to an outcome. Participants in the American Indian 
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Reservation Project contributed to the daily life of their host communities, worked 
to make meaning in new cultural environments, and experienced personal and 
professional interactions in new ways. They also built a foundation for cross­
cultural understanding that they can apply throughout their working lives. 
Through community-based service learning in a new cultural setting. educators 
developed skills, knowledge, and conceptual frameworks that will allow them to 
better serve the needs of students whose backgrounds differ from their own. 
Community-based Service Learning in Cultural Immersion 
The results of this study recommend a continued focus in the American 
Indian Reservation Project on building strong networks of support for the student 
teachers. AIRP participants enjoyed external support from Project staff and peer 
support from one another. This support distinguished the student teachers from 
others new to the reservation. Kenny noticed that many Anglo teachers not 
affiliated with the AIRP gathered in an insular fashion. He told me, "You can see 
the difference with the Anglo teachers. If the support group is going to Flag[staff] 
and getting drunk, it just makes more trouble." Throughout the student teachers' 
placements on the reservation, AIRP staff members worked to facilitate 
continued cultural understanding. Peer support, meanwhile, helped student 
teachers in adapting to reservation life. As Project participants were involved in 
community-based service learning, however, they also found local support. 
Navajo people and other cultural brokers helped student teachers to interpret 
relationships, values, and events in reservation communities and served as 
• 
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resources for cross-culturalleaming. AIRP personnel should continue to foster 
relationships with people in the reservation communities and to encourage 
student teachers to seek out their support. 
This research study also demonstrated the importance of preparation for 
cultural immersion and for community-based service learning. AIRP participants 
referenced their extensive preparatory work as they developed conceptual 
frameworks on the reservation. Kate complained to me that she had forgotten 
most of what she learned in the preparatory year. but another student teacher 
challenged her, asserting. "But what we learned. we learned slowly. We studied 
for a year. For me, it aU became second nature and just seemed like common 
know/edge. But I remember what I was like at the beginning." The preparatory 
readings built a foundation of cultural information. Yet the Project's academic 
component also demonstrated that participants can and should do research on 
any new community in which they plan to work. The extensive preparation in the 
AIRP offered a pattern that student teachers can follow throughout their 
professional lives. 
Kenny acknowledged the importance of preparatory research. He 
belieVed. for instance, that teachers working in a new cultural environment 
should know something about the history of the area and its people. He 
described his own preparation for a new position in an urban Indiana 
environment. He said. -I learned the history of Gary. I can't assume I know what 
it's like living there: With thorough preparation, AIRP participants learned to 
contextualize their reservation experiences. Their preparation for community­
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based leaming on the Navajo Reservation gave student teachers the opportunity 
to eventually verify that academic information with their personal experiences. In 
this way, they were guided into the pattem of constructing supplementary 
knowledge and applying the information to their work. I recommend that teacher 
education programs should follow the model of the AIRP, providing student 
teachers with substantive cultural and historical information about the 
communities in which they will work and guiding them toward proactive research 
methods and a profeSSional culture of inquiry. 
Contextualizing the Study 
My prior experience working in the American Indian Reservation Project, 
from August 1996 to May 1999, was both a benefit and a liability in this study. 
Because I had visited the same schools and communities previously as a 
university supervisor, I had established relations that were based on 
accomplishing particular tasks. Though I was always a lea mer on my visits to 
the Dine Nation, in the past I had come with paperwork and a speCific agenda, 
and I had been expected to troubleshoot and guide the student teachers. The 
existing dynamiC proved difficult to overcome when I began my official research 
in the fall semester of 1999. I actually made a concerted effort to stay out of the 
student teachers' classrooms, at least during the school day, so that I was not 
perceived by others in the schools as a supervisor or as one who had evaluative 
power over the student teachers. I did, however, talk with a number of classroom 
teachers. cafeteria and dormitory staff members. and school administrators who 
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worked with the Project participants during the semester, and' inevitably found 
myself working on behalf of the AIRP staff to answer minor, Project-related 
questions. Thus, while my previous experience in the Project was crucial to my 
understanding of the Navajo culture, schools, and communities, the precedent 
set through my prior professional roles there did impact the feedback I received 
in regard to the student teachers, Project assignments, and the structures of the 
AIRP itself. 
A more intentional limitation of this research is that it does not present the 
perspectives of Dine people on the dynamics of service and community_ While I 
am intensely interested in how service and community function and are 
understood in various cultures, I felt it would be inappropriate and unrealistic for 
me as an outsider to conduct that research. The purpose of this study was 
deliberately and necessarily moce narrow. This study examined the perspectives 
of non-Native people who are Jiving and working on an American Indian 
Reservation for the first time, and whose experiences of the culture are still quite 
superficial. I wished to learn what the concepts of service and community meant 
to the student teachers and how their perspectives might have evolved as they 
adapted to a new cultural setting. As the researcher, I worked only to 
contextualize the experiences of Project participants within the objectives of the 
AIRP. One clear direction for further research, then, is to evaluate the American 
Indian Reservation Project, the service learning component. and the concept of 
community from the perspectives of Dine people. 
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Conclusion 
Glesne and Peshkin (1992) write that the act of conducting qualitative 
research impacts the perspectives of research participants, enhancing their 
awareness of the dynamic being studied and the roles they assume within that 
dynamic. A rewarding aspect of this dissertation research was the enthusiasm of 
my three student teachers in regard to their participation in the study and to their 
developing thoughts about community life, cultural immersion, and service 
leaming. 
Kate readied herself for the transition from student teacher to paid 
professional on the reservation. and she enjoyed the opportunity to reflect in our 
conversations on why she had been so accepted and involved in the Rockville 
community. She was determined to continue with her local commitments and 
hoped she would not assume the disaffected attitudes she observed in some 
Anglo teachers working in Rockville. As a participant in my study. Kate also felt 
she had done something important for the American Indian Reservation Project 
and its staff. She expressed that talking with me heightened her interest in the 
legacy of AIRP participants on the Navajo Nation. and. the following year, she 
worked to mentor new student teachers from the Project who were placed in 
Rockville schools. 
By the time I arrived on the reservation, Gwen was beginning to express 
her resentment of the structures and assumptions upon which she felt the AIRP 
had been built. She was making only minimal efforts to complete academic 
assignments for the Project, missing several deadlines and using the format of 
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the bi-weekly reflective reports to express her concems about the limitations of 
cultural immersion. Gwen seemed pleased, however, to be included in my 
research. She took the opportunity to express her beliefs and her hope that the 
feedback she was providing about the AIRP might affect change. She indicated 
an appreciation for my questions and seemed to feel I valued her perspective. 
Being included in the research study thus tempered some of Gwen's frustration, 
offering a dialogue she clearly wanted to pursue and a format for expression on 
which her academic grades did not depend. 
The goals and structures of cultural immersion were problematic for 
Gwen, but Kenny thrived in the role of leamer he assumed on the reservation. 
My questions and interests sparked enthusiasm in Kenny, but his coursework 
demonstrated that his interest in the themes of our conversations spanned the 
duration of his participation in the Project-beginning with his intake interview 
and continuing through his final inquiry assignment. Kenny understood that 
community-based service learning is a nuanced dynamic, and he valued the 
opportunity to discuss his service experiences in depth. We talked about 
literature and prevalent theories in the field, and Kenny inquired about my 
commitment to service learning and my professional goals. While I was with him 
in Cedar Valley, Kenny was exploring the possibility of retuming to the 
reservation the following year and teaching music in an area school. He 
explained that, out of practical considerations. he would go home to Indiana at 
the completion of his student teaching and evaluate his options. He conceded 
that he might end up teaching closer to home. When the time came for him to 
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pursue employment. however. Kenny broadened his search. The following year, 
he was living and working in Indiana. but his job was not teaching music. 
Instead. Kenny took a position in educational administration, leading a program 
based on service learning. He told me that service learning encompassed what 
mattered to him the most-collaboration. community. and cross--culturalleaming. 
I enjoyed continued dialogue with Kenny as he began his new position. and I 
believe the reflection prompted by his participation in my study deepened 
Kenny's philosophical commitment to community-based service learning. 
As for me, I valued this research experience for the opportunity to affirm 
my own commitments to service learning and cultural immersion. Through my 
adult life, I have lived in and traveled to numerous countries, as well as several 
distinct regions of the United States. I have worked in public capacities as a 
means for gaining access to local events and institutions in new places and for 
leaming about people living in those areas. I try to bring the broad and specific 
insights I have developed through service learning and cultural immersion into 
my teaching and leadership work. More personally. however, the process of this 
study revealed to me my cherished hopes for vibrant community life. In exploring 
the motivations, frustrations. expectations. and revelations of three student 
teachers living and working in Navajo communities and schools, I realized that it 
is connection to others, through active pursuits and reflective discussion, that 
matters most to me in my life and my work. My sense of identity is built in 
relation to other people, and my feelings of purpose are situated in those 
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relationships. I seek community not because of a void in my life but because of 
the great possibilities in expanding my understanding of my s,elf in this world. 
Controversial, complex, public, and political-<:ommunity-based service 
learning in a setting of cultural immersion is a vital and viable educational pursuit. 
Supported in a curriculum of inquiry, it challenges students and teachers to 
evaluate their public contributions and locate themselves in relation to other 
people. 
• 
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Appendix A 
Initial Research Questions 
1. 	 Describe the community in which you have been placed. 
2. 	 What evidence do you see of the relationships between people in this 
community? What brings them together? 
3. 	 What does a "sense of community" mean to you? Describe when and 
where. in your life, you have felt a sense of community. 
4. 	 In what ways does shared culture contribute to community? 
5. 	 Describe your experience with a sense of community in your host 
reservation town. What have you done to become a part of this 
community? What barriers have you encountered in these efforts? 
6. 	 Tell me about your service learning project{s). Why were you interested 
in the project? How did you prepare? Who else was involved? How 
would you evaluate the success of your project? 
7. 	 What responses did you have to your service project from people in your 
host community? How do you feel your participation has affected the 
of you held by others? 
8. 	 Do you feel the service component has been valuable to your cultural 
immersion? Why or why not? 
• 
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APPENDIXBAmerican Indian Reservation Project (Revised 3/00) 
Indiana University 
GRADUATE PROJECT: SERVICE-LEARNING ACTIVITY 
Each participant in the American Indian Reservation Project will complete at least one 
Service Learning Activity. 
WHA TIS SERVICELEARNING? Service learning, also known as "study 
s.ervicett , is the blending of service goals and learning goals in such away 
. so that both occur and are enriched by each other. Service learning 
promotes the development of active learners who seek to increase their 
own knowledge as they undertake realistic tasks that servethe community. 
Service learning activities include a strong reflective component whereby 
participants utilize higher order thinking skills to make sense ofand extend 
the formalleaming derived from the experience. 
The service learning activity should be arranged and completed outside ofschool by 
each Reservation Project participant during your full-semester placement on the 
reservation. You should plan and complete this activity in collaboration with supporting 
American Indian individuals and/or Indian-run agencies that are part of the community 
in which your school or dormitory is located. 
The activity should involve hands-on experiences in the general vicinity of your 
placement but offthe school grounds. You are to plan and carry out the activity with 
the support and direction oflocal people and with utmost consideration for local customs 
and cultural values. The project should produce a minimum of four hours of planned 
work activity. Your assignmentalso includes documentation and reflection on the activity 
in the form of a written report (see next page). You must submit this report by the date 
indicated on your Reservation Project assignment calendar. 
The Intended leaming outcomes of this service leaming project are: 
• 	 to promote understanding of the role of service in education, 
• 	 to experience learning holistically (behaviorally, affectively, and cognitively) 
through: • 
o preparation - developing the activity 
49 action· carrying out the activity 
., reflection - recognizing the significance of the activity 
8 communication - expressing oneself and being attentive to others, 
• to develop strategies for combining community service and service learning, 

• to gain deeper understanding ofAmerican Indian culture and society (values, 

. _. _ beliefs_aad.practices), through direct interaction with community people,.._. _ 

• 	 to meet American Indian community people and demonstrate your ability and 
willingness to work in the midst of them. 
Successful completion of this project will depend heavily upon the initial approach you take to 
the community in which you will be serving. It is important that your interactions within the 
community develop from a premise of [Jciprocal exchange between equals. Reciprocity 
depends upon a balanced attitude of give and take. Avoid the pitfalls associated with attempting 
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a rescue mission, of going out to "help" or lido for" others what they cannot do for themselves. 
In other words, be a servant, not a savior. Approach the project as a student giving in 
exchange for what you will learn from the experience. Achieving a sense of mutual support 
between you and those with whom you develop and carry out the activity should be aprimary 
goal in your service learning activity. 
Following the completion of the activity, a report is to be submitted to the Reservation Project 
staff in partial fulfillment of the graduate project assignment. The report should consist of a 
completed cover sheet (included with these instructions) and a narrative account of the activity. 
The narrative should provide documentation of the activity from conception to conclusion. One 
section should describe the nature ofthe activity; a second section should include reflections 
on the process and outcome of the activity. It is important to reflect critically on personal and 
cultural experiences. on the relation ofpower among the people and institutions involved. and 
on the combining of learning with community service. The narrative section ofthe report should 
be at least 4 typed and double spaced pages (or the handwritten equivalent if a typewriterlword 
processor is not available). 
REMINDER: Your service leamin"g activityshould be planned, completed, and written­
up in the weeks indicated on your Reservation Project Assignment Calendar. 
Here are a few ideas for service learning activities, to help mobilize your creative thought 
processes. By no means should you limit yourself to these suggestions. The possibilities for 
meaningful service learning activities are practically endless! 
Family. 	 Community 
• 	 herding sheep • assisting at a cultural festival or 
celebration, such as a tribal fair or 
pow-wow 
• gathering wood • 	 assisting at a church/social function 
• 	 assisting with outing • serving in a community beautification 
project 
• 	 assisting with food preparation • helping at a "fun run" or similar fund 
raiser for an important cause 
• 	 assisting with household chores • aSSisting at a bingo game or flea 
market 
• 	 " assisting in the building of a fence, • helping at a rug auction 
shed, etc. 
• 	 assisting with a chapter house 
project 
• 	 helping out in a support group 
• 	
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Western Kentucky University, Bowling Green, Kentucky 
Coordinator for Professional Development! Federal VISTA Volunteer 
VIGOR (Volunteers in Government of Responsibility) Program 
City Hall, New Orteans, Louisiana 
SELECT PRESENTATIONS 

2001 Presenter: "Icons and Values in the Working Class: What Teachers See 
and Don't Understand. n Multicultural Education Class, Indiana University 
2000 Presenter: "The Lure of Nostalgia in an American Context.· 
American Educational Research AssOCiation, Seattle, Washington 
1999 Presenter: "Team Building for Experiential Education. n 
Youth International Program Orientation, Estes Park, Colorado 
• 

1998 Presenter: "Partnerships for Empowerment: Preservice Teachers, 
Inservice Teachers, and Teacher Educators Collaborate in Student 
Teaching: Association of Teacher Educators, Dallas, Texas 
1997 Panelist: "Teaching in Teacher Education: Associate Instructor 
Orientation, School of Education, Indiana University, Bloomington, Indiana 
1996 Panelist: "The Culture of Graduate Studies.- New Student Orientation, 
School of Education, Indiana University, Bloomington, Indiana 
1995 Presenter: "Integrating Technology into the Adult Education Classroom.· 
National Association of Veterans Upward Bound Program Personnel, 
San Juan, Puerto Rico 
PROFESSIONAL SERVICE 
2001 	 Advisor, International Student Association 
Community College of Baltimore County, Essex Campus 
1999 	 Site committee. International Conference on Overseas Practice Teaching 
Hosted by Foundation for International Education. River Falls, Wisconsin 
1998 	 Program committee. JeTConference on Curriculum Theorizing 
Bloomington, Indiana 
1995-1996 	 Proctor, U.S. Citizenship Examination 
Bowling Green, Kentucky 
1996 	 Reviewer. ESL textbooks, Kentucky TESL Association publications 
Western Kentucky University, Bowling Green, Kentucky 
1996-1996 	 Mentor, Women in Transition 
Western Kentucky University, Bowling Green, Kentucky 
PUBLIC SERVICE 
Extensive and full-time service to numerous projects and agencies, including: 
AIDS Education Project, U.S. Peace Corps, Southern Kenya 
Children's Polio Vaccination Campaign, Rural Kenya 
Environmental Solutions in Action, Northern India 
Mother Teresa's Clinic for the Destitute and Dying, Dehli, India 
School Renovation Project, Island Ventures, Cebu, Philippines 
Ongoing commitment to community-building initiatives, including: 
Habitat for Humanity Sandtown Area Project, Baltimore 
YMCA, Boys and Girls Club, Rape Crisis Center, American Red Cross 
ReCipient, Outstanding Public Servant Award, Office of the Mayor, New Orleans, Louisiana 
REFERENCES 
Ellen Brantlinger. Ed.D. 
Professor. Curriculum and Instruction 
Indiana University 
201 N. Rose Avenue 
Bloomington. Indiana 47405 
(812) 856.8514 
brantlin@indiana.edu 
Laura L. Stachowski. Ph.D. 
Director. Cultural Immersion Projects 
Indiana University 
201 N. Rose Avenue 
Bloomington. Indiana 47405 
(812) 856.8507 
stachows@indiana.edu 
Gary E. Gray 
Provost, Granite City Campus 
Southwestern Illinois College 
4950 Maryville Road 
Granite City. Illinois 62040 
(618) 931.0600 
gary.grav@southwestem.cc.il.us 
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